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ABSTRACT
INTERACTION EFFECTS BETWEEN ETHNIC IDENTITY AND ACADEMIC
ACHIEVEMENT AMONG ADOLESCENT ETHNIC MINORITIES
EDISON SANTANA, B.A. UNIVERSITY OF MASSACHUSETTS
M.ED., UNIVERSITY OF MASSACHUSETTS AMHERST
PH.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Ronald Fredrickson, Ph.D.
This study assessed the degree to which ethnic
identity, ethnic identity achievement, self perceived
differences in skin color, self-esteem, gender and social
class were associated with academic achievement (CPA) among
Asian (105), Latino (40), Caucasian (204), Afro-American
(40), and Native American (10) adolescents. The subjects,
students from an independent residential high school in the
Northeast, consisted of both genders, grades 9 through 13
from a range of socioeconomic statuses (N=408)
.
Each student was handed a packet to complete and signed
the consent form. Each subject was then instructed to choose
the closest skin color from a skin color chart specifically
developed for this study. Interviews were completed after
each student's skin color was also rated by three
independent raters.
Subjects completed the skin color chart developed by
the examiner for this study, the Rosenberg (global)
Self-esteem Scale, the Multigroup Ethnic Identity Measure,
and the Hollingshead Two Factor Index of Social Position.
Academic performance measures (CPA) and academic aptitude
vi
scores (V & MSAT) were obtained from school files,
reflecting the yearly average performance.
Correlation's between ethnic identity and ethnic
identity achievement revealed a significant negative
correlation with GPA, VSAT and MSAT for the entire group but
dissimilar results for the specific ethnic groups. In
addition
,
correlations between gender , skin color
,
grade
level
,
SES and GPA by ethnic group revealed significant
findings for some but not all ethnic groups. In addition,
multiple regression analysis results revealed, when SES was
controlled , that Skin Color , Gender and Ethnic Identity
Achievement (EIA) , in order of strength, had a positive
correlation with GPA, explaining 12% of the variance for the
African American, Latino and Native American subgroups ( in
order of degree) . On the other hand, multiple regression
results revealed no difference in GPA scores for the Asian
subgroup, whereas a negative trend was revealed for the
White subgroup
.
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CHAPTER I
INTRODUCTION
Statement of the Problem
The purpose of this study was to investigate the
relationship between ethnic identity, ethnic identity
achievement and academic achievement (GPA) . Specifically
,
this research was an attempt to discern if ethnic identity
and ethnic identity achievement were significantly related
to academic performance or whether the relationship is
limited to only academically related factors . It was
hypothesized that only the latter, more restricted
relationship would be confirmed.
The study also involved the examination of the
relationship between ethnic group and ethnic identity
achievement . Correlations were performed to determine if
ethnic identity achievement levels were related to gender,
social status, skin color, ethnic group, ethnic behaviors,
and other group orientation. An attempt was made to
determine the predictability of aptitude versus nonacademic
inf luences on academic achievement
.
The thrust of the study was based on the following
research questions
:
Are ethnic identity and ethnic identity achievement
significantly related to academic achievement?
1
Is the relationship between ethnic identity achievement
and academic achievement confined to nonintellectual factors
only?
Are nonintellectual and intellectual variables equally
valid predictors of academic Performance (GPA)?
The following hypotheses were proposed and subsequently
investigated
:
1. Ethnic identity (EI) is not significantly related to
academic performance (GPA) and academic aptitude (VSAT and
MSAT)
.
2. Only nonintellectual variables are significantly
related to ethnic identity.
3. Ethnic identity achievement (EIA) is not
significantly related to academic performance (GPA) and
academic aptitude (VSAT and MSAT)
.
4. Only nonintellectual variables are significantly
related to ethnic identity development (EIA)
.
5. There are no significant differences in ethnic
identity scores which are attributable to the gender, ethnic
group, class, skin color, ethnic group orientation, other
group orientation, ethnic behaviors, or SES of the subjects.
6. There are no significant differences in ethnic
identity development (EIA) scores which are attributable to
the sex, ethnic group, class, skin color, ethnic group
orientation, other group orientation, ethnic behaviors, or
SES of the subjects.
2
Sicmificance of the Problem
As far as educational systems are concerned
, ethnic
identity research can have far reaching implications in
regards to curriculum development. If it is determined that
ethnic identity plays a significant role in academic
achievement
,
teaching institutions would have to address
contextual as well as cognitive factors in the training of
ethnic minorities
. Such a finding would raise questions
about the role of teachers as role models or mentors, course
content and the academic evaluative process itself . The role
of the institution would also be in question . For example
,
while the current school objective involves intellectual
development and enhancement , the future may simultaneously
involve the enhancing and enrichment of the student's ethnic
experience as well.
One possible method of looking at equity and the school
curriculum may involve the reevaluation of the role
standardized testing plays in the school system. Thus one
question would be, is GPA the only determinant of skill
level or is it influenced by other non-intellective factors.
If so, then the curriculum should reflect this charge. If
nonintellectual factors are found correlated with cognitive
ability, then additional questions such as grade retention,
poor college counseling, drop out rate and interest in
higher education among ethnic minorities, should be
investigated
.
3
If it is found that ethnic identity is not correlated
to academic performance or aptitude in any way, standardized
testing and GPA should continue to play a role in the
educational evaluative process. However educational
institutions would need to acknowledge the cultural and
sexual biases of such standardized measures for predicting
academic success. Furthermore, it will continue to be
important for any teaching institution to recognize and in
some way embrace the experience that is diversity, as a
mutual learning process versus an exclusive one.
Even if ethnic identity research did not reveal any
statistically significant relationship with academic
achievement, it would continue to provide up-to-date,
scientifically based data, regarding student experience and
suitable teaching methods within a diversified curriculum.
This would result in more sound and varied educational
policies and procedures, based on the holistic view of the
student versus their grade point average and/or outcome
performance scores on standardized tests. In a holistically
based educational system the student would learn within the
context of a supportive environment where dignity and
individual worth are valued and respected, not negated.
If ethnic identity achievement research reveals a
significant relationship between ethnic identity and other
non-intellective variables such as SES, gender or ethnic
identity development, then individualized teaching
4
approaches could be developed to enhance learning within an
identified ethnic group.
Assumptions and Limitations
Research involving the study of ethnic identity is
subject to many limitations. One of the primary problems is
the absence of a clearly accepted definition of ethnic
identity. Many researchers share the broad understanding of
ethnic identity but the specific aspects emphasized differ
widely (Phinney, 1990) . As a result, the definition
describing ethnic identity often varies according to the
conceptual framework utilized. For example, is ethnic
identity viewed as occurring in fixed stages or is it more
of a fluid process? The absence of clear and defined
theoretical propositions which do not easily lend themselves
to testing, make it difficult to generalize results across
groups. We may learn that there are as many differences
within ethnic groups as between.
This vagueness in definition has further implications
for the development and uses of instruments which
purportedly measure ethnic identity. For example, does the
instrument truly measure ethnic identity or is it measuring
some other construct? In addition, questions arise as to how
well the ethnic identity instruments stand up to
psychometric standards. In order to offset these limitations
I have selected for the purpose of this study what I believe
5
to be the best instrument used to date ( see Instruments
,
Section III)
.
In addition to the above stated concerns
, there are
also subjective factors limiting the "true" assessment of
ethnic identity
.
For example
,
items used in the inventory
may be interpreted differently by two or more subjects,
raising questions about content validity of the instrument.
There is also the possibility of subjects answering in a
specific response set, generally positive or negative
without attention or consideration to the specific item
content. The subject's attitude may also be a contaminant of
outcome scores . For example , students may have certain
attitudes toward the filling out of inventories , their
teachers, the school or even the examiner, coloring overall
effects
.
Another limitation is that of social desirability. For
example, most people want and prefer to present themselves
in the most favorable light, consequently endorsing items
believed to represent the way they would like to be (ideal
selves) versus who they really are (real self) . In addition,
adolescence is a time of great emotional and physical
fluctuations, influencing the subjects' responses on any
given day.
As a result ethnic identity instruments are not
necessarily representative or a profile of the subject pool,
instead a representative appraisal of the individual within
a given context. Consequently, the task of any examiner
6
involved in this type of research is to develop an
atmosphere most conducive to winning over the confidence of
the subject pool, strengthening the individual self
appraisal
.
From a statistical standpoint, research on ethnic
identity and its effects on academic achievement has been
correlational in nature, assuming a linear relationship.
Therefore findings are confounded by factors limiting the
generalizations of the results. Although the sample in the
study described here may be considered representative of a
relatively large multi-cultural independent school,
similarities shared by adolescents in general and ethnic
groups in particular improve the chances that trends may be
generalized to other ethnic adolescents across the nation in
comparable situations.
Definition of Terms
Culture refers to "the totality of socially transmitted
behavior patterns, arts, beliefs, institutions, and all
other products of human work and thought characteristics of
a community or population" (American Heritage Dictionary,
1982, 1985; p. 348). Ethnicity refers to "the condition of
belonging to a particular ethnic group" (American Heritage
Dictionary, 1982, 1985; p. 467).
On the other hand ethnic identity refers to the
integration of ethnicity or race into the self-concept or
self-image. It is the recognition of one's ethnicity and the
7
subsequent self-identity that is connected to the values,
ways and styles of that ethnic background instead of an
identity based upon the opinions and prejudices of the
larger society toward that ethnic group (D. Maldonado Jr.,
1975) . "Ethnic self-identity is the identity that develops
from within the experience of the ethnic life instead of an
image that is imposed from without" (D. Maldonado Jr. 1975,
p. 621)
.
Intellectual variables are those involving cognitive
processes or abilities. For this study, grade point average
(GPA) will be used as a measure of intellectual performance
or academic achievement. It is defined by the subject's
academic performance over a one year academic period (three
semesters)
. The GPA is based on a twelve point system with 1
corresponding to low performance and 12 to high performance.
On the other hand, intellectual aptitude, is measured using
results of the subjects' verbal and math scores obtained on
standardized achievement tests (V&M SAT respectively) .
Nonintellectual variables are those related to
feelings, emotions, affect, opinions, and personal
evaluations. Ethnic identity scales, self-concept scales,
skin color, ethnic group orientation, personality and
attitude inventories are examples of nonintellectual factors
and their respective developmental levels.
8
CHAPTER II
REVIEW OF THE LITERATURE
Research studies on ethnic identity are often difficult
to compare and interpret. This is due to the different
theoretical orientations and definitions utilized by
researchers in the field (Phinney, 1990) . For example, some
researchers have used self-reference as definitions for
ethnic identity while others have utilized parent ratings.
Still others have approached the study of ethnicity from
different theoretical orientations, such as sociopolitical,
social learning theory and psychological development. In
still other cases, no mention of the theoretical
underpinnings of the study are reported, leaving the reader
to interpret the results in somewhat of a vacuum (see
Phinney 1990 for further review) . As a result method
uniformity along with replication studies for measuring
ethnic identity are in order.
Given the shortcomings of ethnic identity studies, the
following literature review contains correlational studies
between ethnicity and other variables which demonstrate some
clarity and clear reference to the general concept of ethnic
identity. The following studies also reflect interaction
effects between ethnic identity with intellectual factors on
the one hand and nonintellectual factors on the other,
demonstrating the complexity surrounding ethnic identity
research and it's multiple corresponding variables.
9
Ethnic Identity and Academic Achievement
Utilizing Marcia's model of ego identity, J. Phinney
(1989) assessed the Ethnic Identity development of 91
American born tenth graders from two integrated urban
secondary schools. They included 14 Asian Americans (8m,
6f ) , 25 African Americans (10m, 15f ) , 25 Hispanic Americans
(14m, llf) and 27 Whites (15m, 12f ) . They were from both
lower and middle-class groups (n=40, n=50 respectively)
.
Based on interviews each was assigned to one of three
identity stages: (a) diffusion/ foreclosure ; little or no
exploration of ethnicity, (b) moratorium; presently involved
in ethnic identity exploration and, (c) ethnic identity
achieved; having explored and committed to one's ethnic
identity. Whites could not be reliably coded.
"Chi-square analysis revealed no statistically
significant differences in stage assignment by ethnic group,
sex, SES, or school" (Phinney 1989, pg. 42). Of the 64
minority students 60 were reliably coded. Means for the
three groups across stages were as follows: diff/fore -
55.7%; moratorium - 22.9%; and achieved - 21.3%. Overall
identity achieved subjects had the highest scores on ego
identity and were better psychologically adjusted than other
groups
.
Ethnic groups showed no differences in regards to stage
or adjustment. Although this study did not correlate ethnic
identity with academic achievement, each group studied
10
perceived significantly different issues regarding the
resolution of ethnic identity. For Asian Americans, the
salient issues included pressures to achieve academically
and concerns over quotas which may make it more difficult to
get into good schools.
A salient point for African American females emerged as
the realization of being judged by White standards of
beauty. On the other hand, African American males were more
concerned with possible job discrimination and the need to
break out of negative stereotypes than any other group. For
Hispanics, prejudice was a salient issue along with
conflicting values between their own and those of the
dominant culture.
Although ethnicity was not used as a variable, J.
Streitmatter (1989) examined the relationship between the
identity status and academic achievement of 208 sixth,
seventh and eighth graders (23% Anglo, 6.7% Black, 68.8%
Hispanic, 1.4% American Indian and 0.5% Asian). Results
demonstrated interesting trend effects.
Using the Extended Objective Measure of Ego Identity
Status (EOM-EIS) as the assessment of psychosocial maturity,
subject statuses (Marcia, 1966) , were compared to results on
the mathematics and language subscales of the Iowa
Achievement Test. From this primarily ethnic minority sample
results generated a number of significant relationships
(77.4% minority and 22.6% non-minority).
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In general, all students who scored higher on diffusion
tended to have lower absence rates and poorer math
achievement scores than their counterparts. Those scoring
higher on the moratorium EOM-EIS subscale tended to be
absent more but had higher mathematics achievement scores.
More importantly, subjects with higher scores on the
identity achievement measure of the EOM-EIS performed much
better on the math achievement measure of the Iowa test.
Furthermore, highly foreclosed (little or no ethnic identity
exploration) students were absent less but scored lower on
both measures than their peers. Although foreclosed
students were coming to school more often they "were doing
less exploring and less questioning of themselves and their
psychosocial environment [and] doing less well in school, at
least in the 'basics' of math and language skills" (J.
Streitmatter
,
1989, pg . 108).
Wilkinson and Burke (1984) investigated the effects of
ethnic identity, socioeconomic status (SES) and self-concept
of ability on children's academic performances. The sample
consisted of 167 eighth grade students, 66 Mexican American
(MA) and 101 Anglos (A) from a suburban school district
(m=90, f=77)
.
In the first analysis, testing the effects of ethnic
identity and SES on children's self-concept of ability
revealed no self-concept differences between MAs and As,
F(l,166) = .96 nor among SES groups, F (2 , 166) =1 . 09 . This
12
finding may reflect the lack of control for SES and
acculturation factors.
In the second analysis by Wilkinson and Burke, ethnic
identity demonstrated a small but significant main effect,
F ( 1 , 166) =8 . 24 , p<.005. In other words, Anglo American
children (M=1.89) scored higher than Mexican American
children (M==1.89) on the examination. It is important that
future studies control for acculturation, IQ, and SES
factors to better understand ethnic identity effects across
factors. Regardless of ethnic identity or SES, children
with higher self-concept ' s scored significantly better on
the competency exam.
In a profile of academic achievers from the urban
underclass Pollard (1989) studied 361 Hispanic and African
American students (109 high ach. vs. 7 0 low ach. males and
108 high ach. vs. 784 low ach. females). She found three
sociopsychological factors accounting for most of the
difference in low academic achievement among these ethnic
minorities. These were (a) perceptions of ability
(7 . 46,p< . 001)
,
(b) parental influence ( . 351
,
p< . 001) and, (c)
use of active problem solving strategies (.385, p,.001). In
regards to gender differences, only (c) use of active
problem solving was statistically significant (p<.001).
Overall, higher achievers scored higher means than low
achievers on all subtests. Pollard suggests that these
findings support the view that high achievers have crossed
cultural boundaries. In other words, they have come to
13
share and aspire to such norms as status attainment which
are seen as beliefs of the dominant culture. She further
believes that in response to negative cultural stressors
these high achievers have seemingly demonstrated a high
resilience toward stressful external forces. This
particular coping skill may be essential to ethnic
minorities in their search for and commitment to their
respective ethnic identities and subseguent high academic
achievement
.
The relationship between ethnic identity and academic
performance was researched by C. White (1988), who studied
310 Black and White freshman and sophomore college students
(m=109 and f=201) . The variables analyzed were academic
achievement (GPA) , ethnic identity (self rating) , student
identity, race, adjustment to college and educational
aspirations
.
A moderate correlation between ethnic identity and
academic achievement was found for Whites (-.20, p<.05) but
not for Blacks (-.14, p<.05). Ethnic identity had no
significant impact on educational aspirations (all middle
class groups) . As in the previous study only students with
high educational aspirations, strong student identity and
good high school GPA were significantly more likely to go to
college
.
Oliver, Rodriguez and Mikelson (1985) studied the
social adjustment and academic performance of 138 Chicano
and Black (63 and 75 respectively) college graduates from a
14
predominately White university. They assessed the effects
of SES, parental education, academic performance and student
perception and participation (alienation) in the university
milieu
.
Regarding alienation and school performance, Chicano's
reported less alienation than Blacks. The strongest
relationship occurred for Chicane's (.64 3) between those who
felt versus those who did not feel discriminated against.
One form of discrimination was identified as school
financial assistance. Those receiving direct school funding
versus other funding sources achieved higher grades (more so
for lower than higher social class groups)
.
For Blacks the most significant predictor of alienation
was social background - those who hade access to positive
family role models generally felt less alienated. The Oliver
et al. findings may suggest that there are external factors
that have an impact on beliefs held by Chicane's and Black's
about university life.
One of the contributing factors to the lesser sense of
alienation for Chicanes than Blacks may be skin color. It
is possible, given the tendency for cultural bias, that the
darker the individual the more difficulty they may have
integrating themselves into a White majority academic
institution. This may be even more a factor if the person
is not receiving institutional support. It may be
hypothesized that integration difficulties may also be a
15
product of an integrated society as well, where such biases
exist
.
For example, Bowman and Howard (1985) studied 377 Black
youths (ages 14-24) investigating the effects of race
related socialization on motivation and academic
achievement. Four race related themes emerged as salient;
ethnic pride (23%), self-development (14%), racial barriers
(13%) and egalitarian ideology (12%).
There was a greater tendency for girls than boys to
report being taught nothing about racial status (g=41%,
b=35%) and racial pride (g-27%, b=19%) . In terms of racial
barriers the reverse was true (b=15%, g=9%) . No sex
difference in terms of transmission of proactive orientation
toward academic achievement and self-development emerged.
There was however a significant difference between those
youths who were taught nothing versus those whose parents
emphasized self-development . Youths whose parents emphasized
self-development reported a higher sense of self-efficacy.
Lastly, youths who were socialized to think about racial
barriers and interracial protocol versus those who were
taught nothing about Blacks or Whites had higher grades.
"Findings support the view that intergenerational
transmission of proactive orientations toward existing
racial barriers and opportunities is a significant element
in the motivation and academic achievement of Black youths
who manage to beat the odds" (Bowman & Howard, p. 40) . In
short, it seems that ethnic identity (race related
16
socialization and ethnic pride) has a strong influence on
academic achievement and aspirations among Blacks.
Further evidence supporting the effects that negative
structural barriers can have on the academic achievement of
minorities come from the Mestre and Robinson (1983) study.
They evaluated the motivational, SES and academic
characteristics of Hispanics and non-Hispanic Anglos
enrolled in college technical programs (49 Hispanic
bilingual and 53 non-Hispanic White monolingual)
.
They found little difference in academic preparation
between the two groups as measured by high school science
courses (non-Hispanic White mean=4.06; Hispanic mean=3.61).
Overall Anglos (all from middle or high SES) did better
academically than their Hispanic counterparts. Differences
in the motivational factors between the two groups indicated
that 75% of non-Hispanic Whites versus 36% of Hispanics
received some type of guidance from school counselors,
support from parents, teachers and friends for their
academic choice. The vast majority of Hispanics reported
that personal interest was their primary reason for entering
the field.
When investigating SES as a predictor of achievement,
it was found that high SES groups did better than low SES
groups on word problems, reading-vocabulary and college GPA.
This pattern of high academic performance was more accurate
with the high versus the low SES groups. For example, one
could predict that Hispanics in the high SES group would do
17
well academically but, one could not predict that low SES
Hispanics would perform consistently worse. Some performed
better than expected.
These findings may reflect, in my belief, that ethnic
identity achievement may explain the higher academic
performance of Hispanics in the low SES levels. In other
words, the higher the ethnic identity, the higher the
self-concept
,
which may lead to higher academic achievement.
Furthermore, these findings lend support to the need for
additional social and academic support of low SES Hispanic
groups in the university context.
Along with structural barriers to improved academic
achievement among ethnic minorities, cultural barriers may
exist as well. For example, Martinez (1979) studied the
college achievement and attrition rates of 240 Latino
(Puerto Rican) undergraduates. He sought to determine if
there were significant differences in college performance
between mainland and island born Puerto Ricans.
He found that both male and female island born students
achieved significantly higher grades than their mainland
counterparts. Results on attrition rates revealed a similar
trend. No significant differences were found in the
selection of subject majors. This finding implies
differences in the impact that sociocultural context and
educational environments may have on the two groups.
One factor, the cultural identity or lack of it within
the school systems may account for the significant
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differences found in the two groups, favoring the islanders.
Martinez cites other writers, Nieves (1972), Seda-Bonilla
(1972), Cordasco and Gucchioni (1968), silen (1971) and
Steiner (1975) who agree that cultural identity crisis among
mainland Puerto Rican youngsters results in multiple
sociopsychological side effects.
Taken together these studies support the notion that
ethnicity appears to play a role in the achievement behavior
of ethnic groups ( Streitmatter
,
1989; Wilkinson & Burke,
1984; Pollard, 1989; C. White, 1988; Oliver et. al., 1985;
and Bowman & Howard, 1985) . This is especially true when the
non-responsive psychosocial environment does not recognize
or foster the need for active engagement in ethnic
self-exploration . From an academic standpoint these
findings concur with other studies suggesting that special
school support programs are needed for the preparation of an
ethnic group's entry into the academic arena and as a way of
mitigating larger environmental influences.
Socioeconomic Status
Carter and Helms (1988) studied the relationship
between racial identity (based on the Cross model) and
social class among 174 Black (m=66, f=109) freshman or
senior undergraduate university students. They found no
significant relationship between racial identity attitudes
and the SES variable.
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The authors suggest that racial identity appears to be
more a function of internal processes than external forces,
supporting Cross' (1991) belief that personal/ethnic
identity is different than reference group identity. In
other words high SES Blacks do not necessarily give up their
ethnic identity and vice- versa.
Frideres (1975), testing the hypothesis that racial
prejudice is confounded by social class, studied 411 junior
year university students in Western Canada. He wanted to
know if social class (high vs. low) would impact on
prejudicial attitudes (vignette style attitude scale) toward
a particular ethnic group.
He found that only for certain groups does SES impact
on prejudicial attitudes toward other minority groups.
Results concur with earlier research in several ways: (a)
there is evidence for the ranking of ethnic group prejudice;
(b) other factors beyond "racial" attitudes account for the
basis of prejudice; (c) among minority groups the impact of
each of these factors differs (Frideres, 1975) . This may
suggest that ethnic attitude is not bound by SES. However,
SES seems to have a strong relationship with academic
achievement
.
Mestre and Robinson (1983) evaluated the motivational,
SES and academic characteristics of Hispanics enrolled in
college technical programs (49 Hispanic bilingual and 53
non-Hispanic White monolingual) . The researchers found there
to be distinct differences in SES, with White non-Hispanics
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coming from a higher status than Hispanics. Furthermore, it
was the non-minority group that scored higher, in
particular, on the math and language proficiency tests
administered. It seems that SES factors are influential in
the academic achievement of Hispanics.
The Mestre et. al. findings appear to suggest the
possible role cultural difference plays in academic
achievement by ethnic minorities. This trend may be further
compounded by such factors as ethnic identity, ethnic group
orientation and self-esteem. It is certainly possible that
support programs for low SES students, along with the
development of academic skills, could mitigate
cross-cultural stressors, impacting on the particular
student's learning potential.
Further evidence for such supportive structures comes
from a study by Bledsoe (1981). He investigated the
predictive value of self-concept for economic status in a
sample of eighth through twelfth grade Black high school
students (n=400) . He found significant differences in all
eight self-concept scales for both advantaged and
disadvantaged Black students (F range from high to low: 3 3.7
for identity and 14.3 for family self). Overall,
self-concept means for the economically advantaged group
were higher than the disadvantaged group.
The author concludes that there are strong influences
of SES among Black high school students. The greater
affects appear to occur at the earlier grade levels. This
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suggests that discrimination effects may be ameliorated by
staying in school longer. They recommend the development of
support systems in the school which can promote the
necessary coping skills and economic stability which in turn
will positively impact one's ethnic self-concept and
academic achievement.
Gender
Ethier and Deaux (1990) studied 45 (M=28 & F=17) first
year Hispanic students at two Ivy league universities to
assess the perceptions of threat to identity as Hispanic.
Of the entire sample, 87% claimed Hispanic as their primary
identity while 25% rated gender as their primary identity.
Overall women had significantly higher scores on identity
subscales than men. Females assigned greater importance to
Hispanic identity than males. In terms of perception of
threat to Hispanic identity, a relationship to cultural
background emerged. Overall the stronger the cultural
background, the lower the perceived threat. This effect was
greater for males.
Among males the strength of cultural background was
significantly related to private acceptance of ethnic
identity. Those from a more intense Hispanic background saw
Hispanic more favorably and held their own Hispanic identity
as central. This was not so for women. There was no
significant relationship to public acceptance and Hispanic
identity. Findings suggest that external factors, at least
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for Hispanic men, may present challenges to one's ethnic
identity
.
Gonzales (1988) studied a sample of 508 Chicana college
students (75% single, mean age 23) to evaluate the impact of
ethnic identity, preferred endrogamy and the perception that
high achievement of Chicanas pose a threat to Chicano males.
She was interested to note if this effect lead to
significantly higher level of psychological stress.
Overall there was a weak, but significant relationship
between perceived threat and stress for the entire sample
(r= . 19
,
p< . 001) . For women with higher ethnic identity and
endrogamy measures, there was a significant positive
relationship between perceived threat and stress. Not so
for the other groups. Overall, perceived threat was the
strongest predictor of psychological distress. Other
findings concur with above mentioned studies indicating that
the degree of ethnic identity and perceived threat of ethnic
minorities may be a factor in psychological distress for men
and women alike, although the attributions for the distress
may have different sources, e.g. emotional vs. social.
Using a sample of 13,878 ethnic minorities (Native
Americans, Blacks, Chicanes, Asian, Whites and others)
Martinez and Dukes (1987) studied the relationship of race,
gender and self-esteem (public domain) among a group of
seventh through twelfth grade students. They found a
significant interaction between race and gender in
prediction of intelligence and self-esteem, hence the
23
"Ethgender" variable. "Ethgender" was found to be related to
parental education. In all cases minority groups were below
the grand mean in grade level, with Blacks and Chicanos
reporting the lowest overall. Males responded more to the
extreme measures of perceived intelligence (public domain)
than did women (2% vs. 0% for low category and (10% to 6%)
for the high category)
.
On the satisfaction with self (private domain) males
used the positive extreme category much more than females
(32% vs. 22% respectively)
. When controlling for parental
education the ethgender variable is still an important
factor in self-esteem. In general, parent's education seems
to serve as a buffer or suppresser of racism effects and the
public domain of the self. In terms of perceived
intelligence, self-reported GPA was the best predictor of
achievement for all racial groups. This relationship was
most highly significant for Whites and Chicanos and lowest
for Native Americans. Except for Asians, all minority groups
were below the grand mean. In each racial category women
earned higher grades than men. The highest grades were
reported by Asian females with the lowest reported by Black
and Chicano males.
The Martinez and Duke (1987) findings, lend support to
the view that ethnic socialization differences between men
and women do exist. Also that parental values and
expectations, in regards to external factors such as
education versus work and ethnic group values, may play an
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important role in the development of proactive academic
related behaviors among high school-aged minority students.
Self-Esteem/Self
-Concept
Rivera (1989) studied 819 Puerto Rican fifth grade
students (M=393 & F=426) from both rural (68%) and urban
(32%) areas of Puerto Rico to evaluate levels of
self-esteem, parent and teacher perceptions and trait lists
(cooperation, responsible, carino, creativity, intelligence
and curiosity)
.
Results revealed no significant difference in traits
and level of self-esteem by groups. However, there was a
significant difference between rural and urban self-esteem
evaluations (rural low, urban high) . Rural children saw
themselves as more fearful, timid, aggressive, lazy and more
sincere than their urban counterparts. In general, girls
saw themselves as more industrious, docile, passive,
sensible and more expressive than boys.
Teacher ratings had a more negative evaluation of the
children than both their parents and the students. In
general, they saw the children as being less cooperative,
disrespectful, angry and lazy. Parent ratings were more
positive toward their own children, but similar to teacher
ratings for Puerto Rican children in general.
The author infers, given the sociopolitical status of
Puerto Rico in relation to the United States (commonwealth
status) , that these findings are suggestive of a pattern
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which may show that negative stereotypes still manage to
permeate both adult and child populations. Additionally, it
suggests that Puerto Rican children in this sample have
internalized negative stereotypes and that teachers who
reflect these negative stereotypes may help perpetuate a
negative self-fulfilling prophecy syndrome ultimately
impacting on their academic achievement levels. Again we
see evidence of cultural influences impacting on the
student's perception of the self in the academic arena.
Furthermore, this suggests that teachers may be able to
counter such influences, if cognizant of their existence.
Some of the effects may also be explained by SES, values,
and other compounding factors.
Support for this sociopolitical influence on perception
comes from the Colon-Ortiz and Campbell (1975) study. They
evaluated 280 junior and senior Puerto Rican college
students in the U. S. (F=85 & M=55) and in Puerto Rico
(F=100 & M=40) to determine significant predictors (anxiety,
sex, and self-perceived family income status) and effects of
cultural background on self-concept
.
Interaction effects between the variables were
significant predictors of self-concept for both groups
(p<.05) although anxiety was the only single factor common
to both groups. For islanders the interaction between
anxiety and family income was a significant predictor of
self-concept (neg. r) . For mainlanders the interaction
between sex and family income and the interaction between
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anxiety and sex were significant predictors of self-concept
(neg. r)
.
Overall, women had higher self-concept scores
than males. Previous ethnic research suggests that women
tend to have a stronger sense of ethnic identity than men.
It seems possible that this greater sense of ethnic identity
may account for the greater self-concept in the women
sample
.
Rausch, Bowler and Schwarzer (1986) compared the
self-esteem, ethnic identity and racial tension in Black
high school students (91) with five other ethnic groups
(Asians=125, Filipinos=100
,
Hispanics=124 , Caucasian=120 and
Indochinese=47 - TTL 607) in three multi-ethnic high
schools. Differences between groups include years as U.S.
resident, citizenship vs. non-citizenship and language
spoken at home.
With ethnic group as a factor and self-esteem as the
dependent variable, significant F-scores (F=18 . 7 ,p< . 01) were
obtained. Both Blacks and Whites reported similar high
level of self-esteem, (higher than all other groups) ,
although Blacks did not differ significantly from Whites and
Hispanics. However, regarding ethnic identity, Blacks
outscored all other ethnic groups. Significant differences
emerged between Blacks and Asians, Filipinos, Hispanics,
Caucasians and Indochinese subgroups.
These findings suggest that Blacks do not differ
significantly in self-esteem from that of Whites. However,
in the area of ethnic identity. Blacks and Whites do differ
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more significantly than all other ethnic groups. This sense
of ethnic awareness may have an impact on how they perceive
themselves in the educational context. This would be
especially true if the perception was one where they did not
feel represented.
As earlier indicated, the educational context can have
either positive or negative effects on the academic
potential of ethnic minorities. As a result, sensitivity to
the needs of ethnic minorities in the school context is
essential for fostering greater academic achievement. As
the authors suggest these significant differences between
blacks and other ethnic groups may be accounted for by such
external factors as time in the U.S., skin color,
citizenship vs. non-citizenship and language differentials
as well as SES levels.
One example of the impact external factors may have on
ethnic minorities comes from the Osborne and LeGentte (1982)
study. They investigated the difference in self-concept
scores in a group of 374, Black (65) and White (309) high
school adolescents by sex (M===160 & F==214), race, SES, grade
level and social class.
Significant differences in global self-concept and SES
for all groups emerged. There was a general downward trend
i.e. low SES = low SC. A similar trend appeared for
self-concept of ability mean scores and intellectual and
school status mean scores. In terms of social class and
race there were no Blacks in SES levels IV and V (high SES)
28
so comparisons could not be made. However, global
self-concept mean scores for both Whites and Blacks showed a
decline from middle to lower social class. A similar trend
emerged for social class and mean self-concept and ability
scores
.
Overall, students from lower social classes viewed
themselves less favorably in academics, had lower global
self-esteem, and perceived their behavior less positively
than students from the upper social classes. In terms of
race, Blacks tended to see themselves less positively than
Whites. Based on these findings, the authors suggest that
race or SES differences may affect self-concept
,
concurring
with previously mentioned research.
Omizo, Hamlett, Loffredo and Michael (1981) studied 296
Mexican American (M=168, F=128) junior high school seventh
grade students to determine the relationship between
self-concept (level of aspiration, anxiety, academic
interest and leadership identification) and academic
achievement (reading, language, work study and mathematics)
.
Results revealed that academic interest and
satisfaction self-concept subscales correlated (.24,p<.05)
significantly with respect to the academic achievement
(ITBS) composite score. Leadership, initiative and
identification versus alienation scales revealed no
significant relationship with academic achievement scales.
Only the level of aspiration and anxiety measures were valid
discriminators between male and female subjects (p. 05 and
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.01 respectively). When compared to females, males reported
higher aspiration and lower anxiety scores.
Results indicate that language, math and composite
scores (achievement measure) are valid predictors of
academic achievement (outcome scores)
, whereas levels of
aspiration and anxiety are probably better predictors of
academic performance (motivation etc.). Overall, Mexican
American seventh graders whose perceptions of their
potentialities consistently agreed with actual academic
performance levels had higher achievement scores (Omizo, et.
al. 1981). Implications regarding teacher-student
interactions, racism factors, and how other stressors impact
the male and female Mexican American seventh graders are all
important variables which need to be addressed in the school
system.
To test how minority versus majority ethnic school
membership affected the self-concept of different ethnic
groups, Zirkel and Moses (1971) studied 120 Black (40),
Puerto Rican (40) and White (40) third and fifth graders
(selected according to sex, SES and IQ) from three public
schools (M=61, F=59)
.
Results showed that the ethnic group factor yielded
significant differences (p<.05) while the majority/minority
and interaction factor did not. Ethnic group differences
revealed a lower self-concept for Puerto Rican students and
a high self-concept for Blacks although not statistically
significant differences relative to Whites. In terms of the
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majority /minority theme, Black and White children tended to
have lower self-concept (no sig.) when in a majority than
when in a minority. For Puerto Ricans however, the results
were to the contrary. Moreover, the self-concept for Puerto
Ricans was lowest when in a majority White school than when
in a majority Black school.
Ethnic group membership in a public school
significantly affects the self-concept of individual
students. The effects are attributable to the presence but
not the majority/minority proportion of ethnic group within
the given school (Zirkel and Moses, 1971) . These findings
support studies showing equivalent or higher self-concept
for Blacks than Whites and lower self-concept for Puerto
Rican students. Furthermore, results raise questions
regarding the role cultural context plays on the ethnic
minority's learning potential in the educational realm.
These findings of lower self-concept in Puerto Rican
students are interesting because a later study with inner
city fifth graders (n=31) found that culturally sensitive
instructional materials enhance the total self-concept of
Puerto Rican students in the personal and intellectual
domains (Comas-Diaz et. al, 1982). She found that a
cultural awareness program for Hispanics revealed
significant differences between pre and post cultural
awareness scores and self-concept
.
Grant (1973) obtained similar results in regards to
enhancement of self-concept and academic achievement in
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Black students. Using an experimental and control group
design he tested 998 third and sixth grade inner city Black
students. He found that ethnically relevant curriculum
materials had a positive effect on self
-concept
, school
achievement and school attendance for inner city Blacks.
Collectively speaking, we see evidence of individual as
well as reference group membership differences by ethnic
group, implying both direct and indirect cultural and ethnic
influences in self-concept
. This concurs with Broderick and
Sewell (1985) who found different success and failure
attributions in seventh grade children (n=60; M=32 and F=28)
of different social classes. They suggest that lower class
children perceive effort as only partially under their
control, a result of learned expectancies from environmental
influences
.
Skin Color
Hughes and Hertel (1990) analyzed data from a national
probability sample completed in 1980 on 2,107 eighteen and
older Black teenagers. They examined the relationship of
skin color or hue with SES, SES of spouse. Black Identity,
Black separation, and racial self-esteem (relationship not
eliminated by controls)
.
When controlling for age, sex and parent's SES, skin
color had a significant relationship with all indicators of
SES. Those with lighter skin had higher education,
occupational prestige, personal and family income than those
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with darker skin. This finding had nothing to do with
initial high SES by lighter skin Blacks. Maintaining the
same control standards, more education and greater
occupational prestige was related to spouse of lighter skin
Blacks
.
For Black identity and Black separation, a weak but
significant correlation with skin color was reported,
especially for darker Blacks. This relationship, however
disappeared with controls for age, sex and parental income.
No relationship was found between skin color and racial
self-esteem.
Analysis of skin color with age and gender revealed
that education had negligible effects - increasing with age.
Again, older light skinned people had higher education. The
interaction effect with Black identity was significant.
Women with lighter skin had lower levels of Black identity.
Men on the other hand, showed no connection between skin
color and Black identity. "In sum, our analysis shows that
dark-skinned Blacks suffer much the same disadvantage
relative to light skinned Blacks ... that Blacks, in general,
suffer relative to Whites" (Hughes and Hertel, 1990)
.
Evaluating the relationship between skin color, racial
attitudes and ethnicity, Bagley and Young (1988) compared
the responses of 636 preschool Jamaican children in Jamaica
with those in Britain, Ghana and Canada. Overall, White
subjects had higher scores (pro-White) , with Black children
presenting a substantial "residue" of pro-White bias
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(anti-Black bias) as well. Only a very small portion of the
responses by U.K., West Indian and Jamaican children fell in
the pro-Black range. The most pro-Black responses came from
the African children in Ghana, London and Canada, suggesting
a strong sense of deeply rooted Black culture.
A significant variation between the color meaning test
and the racial attitude measure in all ethnic groups arose
(r==.304, p<.05). African groups had less in contrast to the
U.K. group who reported more White bias responses. Black
Canadians demonstrated a positive evaluation (pro-White
bias) of White characteristics and poor self-esteem.
Overall, African children in both England and Canada had
better self-esteem, for color (.077) and for racial attitude
(.020) and for color (.023) and racial attitudes (.078)
respectively.
Bagley and Young's (1988) findings underscore the
possible influences early Black cultural socialization can
have on the meaning of skin color in ethnic identity. For
example. Black cultures (Ghana) where skin color is not as
salient a factor as in the United States, tend to support
general self-esteem. This general self-esteem appears to be
a necessary skill in mastering individual participation, and
ultimately acceptance, across similar and different cultural
systems
.
This phenomenon is not isolated to just Blacks. For
example, in a study evaluating the variation of two
phenotype indicators, skin color and physical features, on
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the life chances of Chicanes, Arce, Murguia and Frisbie
(1987) found that physical features are strongly but not
perfectly related to skin color. It was determined that
Chicanes of non-European ancestry had higher means (3.4 and
3.5 respectively) with reference to skin color (high =
darker skin) and physical appearance (high = non-European)
than all respondents (2.9 and 3.0 respectively).
As in previous studies with Black subjects, parental
level of education, SES and skin color (see above) showed
clear differences as well. For example, subjects with light
skin and European ancestry reported having parents with the
greatest number of years in education and higher father's
SES (11.0 and 23.2 respectively) than their dark skin
non-European (Indian) counterparts (7.6 and 19.4
respectively) . These variables (SES and skin color) have
both been shown to have strong correlations with academic
achievement.
On the subjective measure of life chances, based on the
past experience of perceived discrimination, the dark-Indian
group reported significantly (p<.01) more responses related
to discrimination than the light-European group (20.9 vs.
18.3 respectively). The authors suggest that, as for
Blacks, skin color and physical features may determine the
degree of access to the opportunity structure in the present
U.S. cultural context.
These findings concur with earlier studies suggesting
no significant change in structural opportunities in the
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last thirty to forty years resulting from differences in
such factors as skin color, SES, levels of parental
education, occupation, cultural influences, and academic
achievement by ethnic minorities (Edwards, 1973, Freeman,
Ross, Armor and Pettigrew, 1966; and Shelibow, 1973).
Cognitive Abilities
In the landmark study. Lesser, Fifer and Clark (1965)
examined the correlations of SES, cultural background and
sex upon various mental abilities (verbal, reasoning,
numerical and spatial) of 120 first grade children (Chinese
= 40, Jewish = 40, Black = 40 and Puerto Rican = 40) from
the lower and middle classes were studied. Results revealed
that both SES and ethnicity strongly correlated with the
level of each mental ability (p<.05), although no
significant pattern emerged. Middle class children were
significantly higher than lower class children on all
subtests across ethnic groups.
Ethnic group effects on specific mental abilities in
the verbal domain were revealed (p<.001). Jewish (1st)
students ranked significantly better than all groups in each
SES level. Blacks (2nd) and Chinese (3rd) both ranked
significantly better than Puerto Rican (4th) students. This
finding is of particular interest as studies have shown high
correlates between high verbal score and success in school.
This study illuminates an important link betv/een SES, social
class and cultural group effects on mental abilities. It
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further suggests that there may be ethnic and class group
differences in the socialization and subsequent development
of specific mental abilities.
Similar findings were obtained by other researchers.
For example, Backman (1972) studied 2,925 twelfth grade
students (1,232 Jewish White, 1,051 non-Jewish Whites, 488
Blacks and 140 Asians)
. Her analysis of ethnicity, SES and
sex patterns in relation to mental abilities in ethnic
adolescents revealed gender accounted for a larger portion
of the total variance (69%) than SES (wider range needed)
and ethnicity. As in the Lesser et. al. study, Blacks did
worse than all others. Unlike Lesser et. al., there seemed
to be stronger effects of gender socialization practices for
women that appear to strengthen with age. For example, in
respect to spatial and numerical abilities males scored
higher than females, a finding that is still true today.
To further illustrate cognitive style and self-concept
differences as potential psychological indicators, W. C.
Chang (1984) studied 5 and 6 year old preschool students
(n=94; Blacks =53, Whites=17 and Mexican American=2 4 ;M=51
and F=43) . As in earlier studies interaction effects between
ethnicity and gender emerged, showing different cognitive
styles and sense of separate identity. Female subjects
scored consistently lower on sense of identity than males in
all three ethnic groups. Like Backman' s results this
suggests the possible strength of socialization practices
over time. It is important to note that SES may be a
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confounding variable as well. The author also reported a
"causal link" between socialization experience and behavior
in relation to cognitive style.
To examine this socialization experience on behavior,
Marjoribanks (1987) evaluated the relationship between
family environment, children's mental ability and attitude
correlates on academic achievement. He studied 928
Australian eleven year olds (M-472, F=456) . For the purpose
of analysis the children were classified into four SES
groups; middle status/getting ahead (MS/GA) , middle
status/getting by (MSGB) , low status/getting ahead (LS/GA)
and low status/getting by (LS/GB)
.
In the Marjoribanks (1988) study, ability had moderate
to strong connections with the academic achievement measure
in each group. Mean cognitive scores for the MS/GA group
were significantly different than those in the MS/GB, and
LS/GA family groups. Children of MS/GB and LS/GA did not
have significantly different cognitive scores from each
other. However, girls from both groups and boys from the
LS/GA groups produced better scores on academic achievement
than those in the LS/GB group.
Ability demonstrated a moderately strong association
with cognitive attitudes and academic achievement scores in
relation to academic performance in three groups.
Marjoribanks' findings indicate that in all family groups,
predictor variables combined to have moderate to strong
links with academic achievement.
38
These findings support the Valencia et. al. (1985)
study suggesting a strong connection between intellectual
environment in the home and abilities of Mexican-American
preschool children. Likewise, Singhal and Misra (1989) found
significant cultural (western vs. non-western) and group
differences (rural vs. urban) in achievement cognitions in
India (n=922; M=485, F=437)
. Those of western urban
orientations scored highest on achievement measures.
Collectively, these data suggest that children and
adolescents from differing ethnic and SES backgrounds may
possess or develop different learning abilities which may or
may not be reinforced by the larger societal structure
and/ or supported in the academic context. Further
implications include the need for development of differing
instructional and evaluative processes in the educational
system where large groups of ethnic minorities (generally
low SES) are found.
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CHAPTER III
METHODOLOGY
The purpose of this study was to investigate the
relationship of l) ethnic identity and 2) ethnic identity
achiovGrnent with indopcnciont measures of ^) self-concept
, 4)
aptitude (VRAT .ind MSAT)
, 5) :;kin color, and f,) qondcr.
Second, to examine how variables sucii as social status,
group orientation, ethnic behaviors, and academic
performance (GPA) correlate with ethnic identity and ethnic
identity achievement. Third, to assess differences among
ethnic groups on these factors and fourth to generate
reliability data on the skin color chart specifically
developed lor this study.
Subjects
The higli t^choo 1 1 rom which the subject sample was
obtained is an independent residential school located in the
Northeastern portion of the United States. It is often
referred to as the largest boarding school in t-he nation.
The school is considered to be a liberal community, hor.t to
an international r.tudent body. Helieving in (M:iual education
lor all segments ol tlie population, the founder established
first a school for girls and later a separate school for
boys. During their separate, and now through their joint
years, the cornerstone philosophy of the institution is the
honoring of the he.id (academic) , the hand (work program) and
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the heart (spiritual self), in general terms, the schools
mission continues in the pursuit of this vision.
The school is situated in a rural, largely blue collar
community. There is no industry and relatively few
businesses in the town, with the school serving as its
largest employer. In appearance it is the quintessential New
England town, a farming community. The population of the
town is primarily Caucasian probably considered either lower
middle to middle class with some at or below the poverty
level
.
Aside from the school population there is little
multi-cultural diversity in the town. The town has one
elementary school and a regional high school. There are
several other elementary schools in the surrounding towns.
The majority of the town's elementary school students, for
the most part, attend the regional high school.
At the time of data collection (1991-92) the racial
composition of the schools student body (about 1,200)
consisted of approximately 3% Latinos, 7% African American,
1% Native American, 25% Asian, 57% Caucasian American and
Caucasian international students and 7% other international
students, while the town's racial composition remained
virtually unchanged.
Participants consisted of 418 students ranging from
ninth grade to one-year post graduate, with an average age
of 17.4 (see Table 1). Differing grade levels were obtained
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Table 1.
Subjects by Grade, SES, Ethnic Group and Gender
GRADE SES LATINO AFRO AM ASIAN CAUCASIAN NATIVE AM TTL GRAND TTL
M F M F M F M F M F M F
9 V 1 4 1 3 3 ft 4 12 X ^ X
IV 1 2 2 2 3 2 1 6 7 13
III 1 2 3 0 3
II 1 1 1 1 1 2 3 5
I 1 1 1 1 2 3
1 2 5 4 6 4 8 6 20 16 36
V 1 2 6 2 9 15 15 20 35
IV 1 2 12 10 3 1 17 20 37 137
III 1 7 8 3 8 11 19
T T 2 2 4 0 4
I 3 5 i 4 5 9
GRD TTL 3 7 6 2 18 12 21 31 4 48 56 104
11 V 3 1 2 6 11 15 13 22 29 51
IV 2 2 2 1 5 8 12 11 21 22 43
III 2 3 5 1 4 5 9 11 20 65
II 1 1 2 1 2 6 1 7
I 3 1 1 4 1 5
GRD TTL 6 9 6 6 17 20 33 29 o z D 126
12 V 1 3 4 4 6 15 13 46
IV 1 1 5 5 13 13 2 19 21 40
III 1 1 2 3 3 4 3 9 8 17
II 2 2 2 4 23
I 2 2 1 1 1 1 1 4 5 9
GRD TTL 3 2 6 7 12 15 33 33 3 2 ^7 116
PG V 1 1 4 1 6 1 7
IV 1 1 i 1 3 1 4
III 1 1 4 5 1 6
II 1 2 2 1 3
I 2 i i 1 1 4 2 6 32
GRD TTL 4 3 5 2 1 9 1 1 20 6 26
17 23 28 21 54 51 104 100 4 6 207 201 408
ENTIRE TTL 40 49 105 204 10 408
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to assess possible developmental differences in ethnic
identity and ethnic identity achievement scores by subgroup.
To assess ethnic identity patterns across ethnic minorities
data collection involved the following ethnic groups:
Latino's (40)
,
African Americans (49) , Asian American's
(105), Caucasian (204) and Native Americans (10). Each group
consisted of both male and female subjects.
Instruments
Demographic information was collected by the examiner
during the data collection stage using forms specifically
designed for this study (Appendices B, C and F) . However,
information regarding GPA was requested by the examiner from
the computerized records kept in the administrative offices.
PSAT and SAT scores and learning disability status were
collected by their respective academic counselors, from
student records and transformed onto a data form
specifically designed for this study.
Ethnic identity and ethnic identity development were
measured using a 2 0 item questionnaire (Appendix H)
developed by Phinney ( 1992 ) . The instrument is made up of
several subscales considered important in ethnic identity
research . It was developed using both high school and
college samples (n=4 17 and 136) . The total ethnic identity
score is derived by reversing negative items, summing across
items and obtaining the mean. The subscales were calculated
separately in a similar fashion (affirmation and belonging,
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ethnic identity)
.
Identification was also obtained but not
scored, and used primarily as background information.
Reliability information on the scale and subscales for the
high school sample were as follows: .814 on the 14-item
ethnic identity scale, .592 on the 7-item ethnic identity
achievement subscale, and .710 on the 6 item other group
orientation subscale. This scale was chosen because of its
clear theoretical constructs and its previous use involving
similar studies.
The global self-concept measure utilized for this study
was the Rosenberg Self-Esteem Scale (RSE) . The RSE
(Rosenberg, 1979) is a widely used instrument (Appendix G)
.
It is a 10 item Likert scale with reproducibility and
scalability coefficients of 92 and 72 respectively,
demonstrating satisfactory internal reliability. For
example, using small college samples, Tippett (1965)
obtained two week test-retest reliabilities of r=.85 and
r=.88, respectively. The RSE is a measure of global
self-esteem, based on "contrived items," yielding a mean
score
.
Socioeconomic information was classified using the
Hollingshead two factor index of social position
(Hollingshead, 1957;). The classification of social status
is made by subjecting the occupational attainment and
educational level of the students' parents, to a prescribed
formula. The scale is broken into five levels (1= high and
V= Low) . However, for the sake of consistency in statistical
analysis across instruments, the values were reversed such
that 1 is now low SES and V= high SES. Information for the
classification was obtained from the subjects' demographic
sheet requesting the required data. Using Hollingshead
criteria, the examiner classified each of the subjects
accordingly
.
The skin color or hue chart (Appendix J) was
constructed by a professional artist (Susan Calabria, MFA;
specializing in painting and lithography) specifically for
this study. The purpose of the chart was to test the
hypothesis that darker skin color is correlated with lower
academic status, the function of a racist society.
Consequently skin color was chosen as one of the covariates.
To achieve this end, a consistent qualitative measure of
skin color was required. Skin color, a distinctive feature
in this society, carries with it both positive and negative
sociocultural values. Hence, it is the belief of this
researcher that negative messages, overt or subtle, may have
deleterious effects on one's ethnic identity (ego)
development. This experience may also influence the
integration of ethnic minorities into the larger culture.
The skin color chart consists of six shades, numbered
from one to six, representing (1) Ebony Black, (2)
Chocolate, (3) Dark Brown, (4) Light Brown, (5) Tan and (6)
White. To minimize cognitive intrusion during the ratings
only the numbers of the swatches, corresponding to the
colors indicated, were used. In development of the skin
45
color chart live subjects were used. Subjects were carefully
selected, representing a dark to light skin color continuum.
Each subject was assumed to be representative of their
respective winter shades, given the time of year the chart
was constructed.
Subjects were asked to present the dorsal portion of
their dominant hand to the artist who utilized it as her
reference point. In daylight the artist matched the
participant's skin tone by mixing oil based paints until
arriving at a representative skin tone. The paint was
applied to French artist paper (Arches White) . The six color
swatches contain some degree of color from the following
list: Titanium White, Yellow Ochre, Cadmian Red Light,
Alizarin Crimson, Mars Black, Burnt Sienna, Raw Umber and
Cobalt Blue. After completion of the swatches the subjects
were asked to select their representative skin tones out of
twelve different swatches, resulting in total accuracy. In
one trial the skin tone of one of the subjects was left out,
resulting in hesitation and questioning of the examiner as
to where her particular swatch had gone. The final swatches
were mounted on 2 5 pound acid free paper.
The skin color chart is continuous in nature. To ensure
consistent lighting conditions during skin color measurement
a 50 watt halogen lamp (most resembles daylight) was used
with each participant and independent rater. The
questionnaires were set up such that the subject rated their
skin color first without observation by the independent
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raters. They were then asked to turn the page, allowing the
first rater to rate and so on. Each rater followed the same
procedure as the subject. To determine reliability,
interrater reliability measures were performed. Interrater
reliability between the three raters and the student's skin
color rating produced an alpha of .94. Interrater
reliability for the three independent raters also produced
an alpha of .94. The reliability coefficients were obtained
from a sample of 355 subjects.
The academic achievement measure was obtained by using
subjects grade point average over a three semester year. The
data on student GPA was generated via computer, at the
school's administrative offices, for the 1992-93 academic
year. The grade point average for the school is based on 1
to 12 rating scale, with one being outstanding and 12
meaning failure. However, in order for all the scales used
in the study to have the same value direction the coding was
reversed such that 12 is now outstanding and 1 failure.
Procedures
The study was first submitted for approval to the
School's Head and Academic Dean (Appendix A). Upon approval
dormitory heads were contacted and asked to categorize their
respective dormitory populations along racial lines, on a
form provided by the examiner (Appendix B) . The reason for
this was to improve the examiner's ability in identifying
the dorms with greater concentrations of a particular ethnic
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group. A total of 13 dorms were surveyed. Once the ethnic
distribution of each dorm was known, the examiner contacted
the respective dorm head to schedule a dorm meeting. Dorm
heads were instructed to give only the basic information
about the purpose of the study.
Each dorm was subsequently visited by the examiner and
two independent skin raters. Dormitory heads were not
allowed to be in the room during data collection. Each
dormitory head however, had previously informed the students
as to the date of data collection, but details were avoided.
Once the students who opted not to participate in the study
were identified, they were excused. The evaluator then
proceeded to hand out blank data forms, while reminding
others not to begin until everyone was ready. The group was
then notified to turn to the consent form, so that the
introduction could begin. The introduction was followed by a
verbatim statement indicating the purpose of the study
(Appendix D) . The data groups were also informed about
coming to the skin color rating table (located in the front
of the room)
,
upon completion of their questionnaire.
Participants were told the duration of the process (20
minutes) and informed of their right to discontinue
participation in the study at any time. The researcher
explained that everyone should wait to begin until each
participant had the necessary forms and number 2 pencil,
provided by the examiner. Participants were administered the
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questionnaires in a group context with the two independent
skin color raters present.
Individual student responses to the skin color chart
(Appendix K) were then compared to those recorded by the
three independent raters (an African American female, a
White male and a Latino male)
. Results of the study will be
presented to the students in a group format. The school will
receive a written copy of the overall results.
To ensure confidentiality, subjects were identified by
a preassigned identification number. No reference to
dormitory or campus was requested nor included in the data
collection form. Personal identifying data was deleted
during the criteria selection process. All participants were
asked to sign an informed consent form (Appendix E) where
confidentiality guidelines were clearly stated. Students
were asked to 1. i 1 i in primary identifying information on the
all purpose general answer forms. Research questions
pertaining to self-esteem, and ethnic identity were directly
written onto the questionnaire itself. The questionnaires
were collected after the independent skin color raters
completed their respective tasks.
Statistical Analvsis
The focus of this study is based on the following
research questions:
1. Are Ethnic Identity and Ethnic Identity Achievement
significantly related to Academic Achievement?
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2. Are the relationship between Ethnic Identity, Ethnic
Identity Achievement and Academic Achievement confined to
non-intellectual factors only?
3. Are non-intellectual variables and Academic
performance (GPA) equally valid predictors of Academic
aptitude (V&M SAT)?
4. Are there significant differences in Ethnic Identity
and Ethnic Identity Achievement scores according to grade,
sex, race, skin color, ethnic group, ethnic behaviors, and
SES?
Based on the above questions the following hypotheses
were tested:
1. Ethnic Identity (EI) is not related to Academic
Achievement (EIA)
.
2. Intellectual factors are not significantly related
to Ethnic Identity.
3. Ethnic Identity Achievement (EIA) is not related to
Academic Achievement (GPA)
.
4. Intellectual factors are not significantly related
to Ethnic Identity Achievement (EIA)
.
5. There are no significant variations in Ethnic
Identity (EI) , Ethnic Identity Achievement (EIA) scores
which are attributable to the sex, race, grade, skin color,
other group orientation, ethnic behaviors, or SES of the
subjects
.
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6. Non-intellectual variables (EI etc.) are not better
predictors of Academic Aptitude (V&M SAT) than Academic
performance scores (GPA)
.
To compare cultural and ethnic factors with academic
achievement within and between groups the following analyses
will be performed. Assuming a linear relationship, the
nature and strength of the relationship between dependent
and independent variables will be assessed using multiple
regression analysis. In cases where variables are
categorical (race and sex) , Chi Square analysis will be
utilized. To test the relationship between categorical
(race) and continuous variables (ethnic identity) an
analysis of variance (ANOVA) will be used. Finally, for the
relationship between the continuous variables (ethnic
identity and self-esteem) , the Pearson correlation will be
computed
.
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CHAPTER IV
RESULTS
GPA Correlates with VSAT and MSAT by Ethnic Hrmip
In order to demonstrate interaction effects between
variables, it is important to show the correlations between
the academic dependent measures as a baseline effect. The
data in Table 2 reveals there to be a significant positive
correlation between GPA (performance) with the Verbal and
Math SAT scores (aptitude), for the entire sample (r=.32 and
.49 respectively; p=.01). However, findings suggest that
this tendency does not hold true across the ethnic
subgroups
.
For example, the Asian subgroup did show highly
positive correlations between the three variables, with a
stronger effect for GPA and MSAT (r= .30 and .50
respectively; P=.01). Latinos however, demonstrated no
significant correlation between grade performance and
academic aptitude but demonstrated a general positive trend
between GPA performance and MSAT (r= -.03 and .29
respectively) . Results for the White subgroup, like that of
the Asian subgroup, revealed significant positive
correlations between academic performance with verbal and
mathamatic aptitude (p=.01). Unlike the Asian subgroup,
correlation for the White subgroup was greater between GPA
and VSAT rather than with MSAT scores (r=.51 and r=.39
respectively) . In the African
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Table 2
.
Correlations of School Grade Point Average (GPA) with Verbal
and Math SAT scores by Ethnic Group
GPA VSAT MSAT
ENTIRE GRP 0 . 32** 0.49**
ASIAN 0 .30** 0 . 50**
LATINO -0
. 03 0.29
WHITE 0.51** 0.39**
AFRO AM 0 . 32* 0.36*
NAT AM 0 .42 0
.
87**
(* p- .05, ** p= . 01)
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American subgroup a positive correlation, although low, was
found between GPA and both aptitude measures (p=.05; r=.32
and
.36 respectively). For the Native American subgroup,
results reveal a trend toward the positive direction between
GPA and VSAT and a highly significant correlation between
GPA and MSAT (r=.42 and .87 respectively; p=.01). Overall
results suggest a correlation between academic performance
and aptitude, for the entire group, with different trend
effects among ethnic groups.
Ethnic Identity and GPA, VSAT, MSAT bv Ethnic Group
The first question considered in this study was whether
ethnic identity is related to academic variables such as
academic performance (GPA) and aptitude (VSAT and MSAT)
among the different adolescent ethnic groups. It was
hypothesized that ethnic identity was not related to
academic achievement. Results Showed a significant negative
correlation between Ethnic Identity and academic achievement
for the entire group but not for all the specific ethnic
groups (see Table 3).
For example, entire group results demonstrated a low
but significant negative correlation between measured ethnic
identity, academic performance and verbal and math aptitude
(r= -.18, -.31 and -.18 respectively; p =.01). Findings
suggest that as the ethnic identity score went up, academic
performance and aptitude scores tended to go down in this
adolescent sample as a whole. This trend effect is similar
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to results obtained by previous researchers suggesting
ethnicity as a viable but negative variable in student
academic achievement ( Streitmatter
,
1989; Wilkenson and
Burke, 1984) .
However, this trend does not hold true for each of the
different ethnic groups. For example, there is no
significant trend with the Asian group, suggesting that
ethnic identity is not a salient issue either way in regards
to academic performance and/or aptitude. For Latinos, we see
no significant trend effects between EI and GPA and VSAT,
but a significant negative correlation between EI and MSAT
(r=-.32; p=.05). For Latinos then, a greater ethnic identity
score tends to correlate with lower math aptitude (MSAT)
.
For Whites there was a significant negative correlation
between EI and the three academic variables (p=.05). Results
demonstrated that the more pronounced the EI the lower the
scores across the three dependent academic variables (r =
-.15, -.18 and -.15 respectively; p=.05). Findings for the
Afro American subgroup demonstrated a similar trend effect
as for Whites, with the only level of significance between
EI and the MSAT score (r=-.32, p=.05). Likewise, this
negative correlation, although not significant, held true
across all three academic variables for the Native American
subgroup as well.
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Table 3.
Correlations of Ethnic Identity scores with GPA, VSAT and
MSAT by Ethnic Group
Ethnic Identity GPA VSAT MSAT
Entire Group -0
.18 * * -0
. 31 * *
-0.18
ASIAN -0
. 00 -0
. 03 0 . 03
LATINO -0
.
0" 0 . 00
-0.33 *
WHITE -0
. 15 * -0 .18 *
-0.15 *
AFRO AM -0
. 21 -0 .19
-0.32 *
NATIVE AM -0
. 21 -0
. 24 -0 .20
l*P=.05; **P=.01)
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Ethni c Identity and Non-Academic Variahlpc;
In order to better understand the relationship between
EI and the academic measures, evaluation of the relationship
between EI and the non-academic variables is warranted (see
Table 4). For the entire group, results reveal that EI has a
high significant positive correlation with ethnic behaviors
(EB) and a low significant positive correlation with
self-esteem (SE)
,
indicating that as the subject's ethnic
identity score went up so did their ethnic behavior and
self-esteem scores (p=01).
Although low, EI demonstrated a significant negative
correlation with skin color (SKN) and SES. This appears to
indicate that as the subject's ethnic identity scores went
up the darker their skin color and the lower their SES
levels (p=.01). This finding concurs with earlier reported
studies (see review of literature) . Although not
significant, there was a general positive trend between EI
and grade in school (GRD)
,
suggesting that ethnic identity
tends to become more salient with age (r=.06), a finding
supported by earlier research (Phinney, 1992).
Overall, the only non-academic variables demonstrating
significant correlation with EI across groups was ethnic
behaviors (EB) . This finding suggests that the greater
ethnic identity score the more likelihood that outward
behaviors represented their respective ethnic orientations.
The other variables demonstrating significance for some of
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the groups but not the others included: other group
orientation (OGO)
,
self-esteem (SE)
, skin color (SKN) and
socioeconomic status (SES)
.
Comparatively, the EI in the Asian subgroup
demonstrated, although low, a significant positive
correlation with OGO, suggesting that the greater their
ethnic identity score the more likelihood they involved
themselves with other ethnic groups (r= . 20 ;p= . 05) . Results
for the Native American group, on the same factors, revealed
a significant negative correlation suggesting that the
greater the EI the less likelihood they interact with other
groups (r=. 75 ;p=. 01) . Results between the EI and OGO for the
African American, White and Latino subgroups reveal a
general negative correlational trend (see table 4)
.
In terms of EI and self-esteem correlation, results
revealed a low but significant positive correlation for the
entire group sample along with the Asian and White subgroups
(p=.01). For the Latino, African American and Native
American subgroups results revealed a similar, but non-
significant trend relationship.
Correlational results between EI and skin color
revealed a significant negative relationship for the entire
group sample, suggesting that the darker the skin color the
greater the ethnic identity score (r= - . 29 ;p=. 01) . Ethnic
identity and skin color findings by subgroup revealed no
correlation for the Asian, White and African American
subgroups (r= .03, -.05, and .00 respectively). For the
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Latino and Native American subgroups findings demonstrated a
general positive trend, suggesting that higher ethnic
identity scores in these two groups tended to correlate with
lighter skin colors (r= .28 and .48 respectively).
Findings between Ethnic identity and socioeconomic
status revealed a low but significant negative correlation
for the entire group (r=
-.15; p=.01). However, subgroup
correlations regarding these factors showed no correlations
for the Asian, Latino, and White subgroups (r= .03, -.05 and
.09 respectively). On the other hand, for the African
American and Native American subgroups, results demonstrated
a negative trend effect suggesting a tendency toward higher
ethnic identity scores with lower socioeconomic class (r=
-.17 and -.15 respectively).
Ethnic Identity by Ethnic Group
To evaluate the difference in ethnic identity between
the groups, a one way analysis of variance was utilized (see
Table 5) . Results revealed significant differences among
ethnic groups (F=.000) . The greatest mean obtained was by
the Afro American subgroup, followed by Native Americans,
Latinos, Asian and Whites (means=3.37, 3.35, 3.29, 3.10 and
2.60 respectively). These means closely correspond to the
averages obtained by Phinney (1992) for Black's, Asian and
Latino's, suggesting reliability of the instrument. The
data in Table 6 reveals that the Asian and White subgroups
were the only groups demonstrating a significant difference
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from other subgroups. Asians were significantly different
from Latinos and African Americans but not between Whites
and Native Americans (p-.05). Whites were significantly
different from all four subgroups, suggesting that ethnic
identity is not as salient an issue as for other groups.
Ethnic Identity Achievement and GPA, VSAT and MSAT
The second hypothesis in question stated that there
would be no significant correlation between ethnic identity
achievement and the academic variables. Data in Table 6
reveals that like EI, the relationship between EIA and the
academic variables, although low, was found to be similarly
correlated with the three academic variables for the entire
group (p=.01). However the difference between the variables
within the different subgroups revealed slightly dissimilar
trend effects.
The Asian subgroup, again demonstrated no real
correlations between EIA and the grade performance (GPA) and
verbal (VSAT) and Math (MSAT) aptitude scores. The Latino
subgroup, as in their EI scores, demonstrated a low tendency
toward a negative relationship between EIA and GPA. There
was no correlation with VSAT. As with the EI findings, the
only level of significance was obtained with the MSAT
score (r=.34; p=.05). Overall effects suggest that for
Latinos, the greater the ethnic identity development the
lower the MSAT scores.
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Table 4.
Correlations between Ethnic Identity and
Non-academic Dependent Variables By Ethnic Group
ETHNIC
IDENTITY
GRD EB OGO SE SKN SES
ENTIRE
GRP
0 . 06 0 . 67** -0
. 07 0 .22** -0.29**
-0.15*
ASIAN 0 . 11 0 . 68** 0.20* 0 .36** 0 . 03 0 . 03
LATINO 0 . 12 0 . 77** -0
. 04 0.21' 0 .28 -0
. 05
WHITE 0 . 11 0 . 57** -0
. 05 0.22** -0 .05 0 . 09
AFRO AM 0 . 04 0. 72** -0.04 ' 0.21 0 -0.17
NAT AM -0
. 55 0 .73* -0 .75* 0 .18 0.48 -0 .15
{*p=.05; **p=.Ol)
Table 5.
Ethnic Identity Scores By Ethnic Group
NUMBER Mean St .D St . E Min Max Confidence Interval
ASIAN 107 3 .1 0.47 0 . 05 1 . 57 4 3 3 .19
LATINO 40 3.29 0 . 37 0 . 06 2.35 3 . 85 3 .17 3 .41
WHITE 204 2.6 0 . 58 0 . 04 1 .28 4 2 . 52 2 . 68
AF.AM. 49 3 . 37 0.44 0 . 06 2 .08 3.85 3 .24 3.49
NAT. AM. 10 3 .35 0.42 0.15 2 . 5 3.92 3 3 .69
ENTIRE
GRP
410 2 . 91 0.6 0 . 03 1.29 4 2 . 85 2.96
SOURCE D.F. SUM SQ X SQR F. RATIO F. PROB
BETWEEN GRP 4 41 . 07 10 .27 38 . 53 0
W/IN GRP 405 107 . 94 0.27
TTL 409 149 . 01
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Table 6.
Differences of Ethnic Identity Scores for the Entire Group
and Each Ethnic Group
MEAN ASIAN LATINO WHITE AFRO AM NAT AM
ASIAN 3.1 *
LATINO 3.29 * *
WHITE 2.6
AFRO AM 3 . 37 lit
NAT AM 3 .35
{*P= .05)
Table 7.
Correlations of Ethnic Identity Achievement with GPA, VSAT,
MSAT By Ethnic Group
Ethnic GPA VSAT MSAT
Category
Entire Group - . 17** -0.26** - .20**
ASIAN -0 . 01 0 . 03 0 . 02
LATINO -0.13 -0 . 01 -0.34
WHITE .14* .16*
AFRO AM 0.22 0 . 07 .30*
NAT AM -0 . 14 -0 .23 -0.25
(* p=.05, ** p=.01)
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For Whites unlike EI results, EIA scores tended toward
a significant positive direction with a higher degree of
significance between EIA and MSAT (r=.19; p=.01). The
African American subgroup, as for the White subgroup, also
demonstrated an opposite trend between EI scores and the
academic variables. The trend was in the positive direction
between EIA and grade point average (GPA) and math aptitude
(MSAT), with significance emerging with MSAT (r=.30; p=.05).
No relationship was found between EIA and VSAT for this
subgroup. Results for the Native American subgroup between
EIA and the three academic variables produced similar trends
to that of the EI correlates. This would suggest that as
ethnic identity and ethnic identity achievement scores rise,
their academic scores tend to fall.
Information in Table 8 shows the correlational results
between EIA and the non-academic variables. This data is
useful in better understanding interaction effects between
said variables, comparing the trend and levels of
significant changes between the EI and EIA among the
non-academic variables. For example, the levels of
significant correlations and trends for the entire group
sample were similar to those obtained on EI results (see
tables 7 and 8) . The correlation levels between ethnic
identity achievement and ethnic behaviors as with ethnic
identity results proved to be just as strong for all
subgroups (see Table 8)
.
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For the Asian subgroup, there tended to be a greater
significant correlation between the EIA and Grade (age) than
in the EI results, suggesting that older aged Asian students
tended to reflect a greater sense of ethnic identity than
their younger counterparts. A similar increase in
correlation was also seen with the other group orientation
(OGO) correlation. Nonetheless, the general trend is that
for the Asian subgroup, there is no correlation between EI,
EIA and the academic variables but there is with the non-
academic variables. It seems that they are able to
compartmentalize the two areas, placing more importance on
the academic issue than the psychological.
Ethnic identity achievement (EIA) tended to have
greater correlations for the Latino subgroup with age than
did ethnic identity (EI) . This suggests a developmental
connection. The tendency toward a higher correlation between
EIA versus EI results on the non- academic variables for
this subgroup was also demonstrated with socioeconomic
status (SES) . The trend toward lower EIA versus EI
correlational results were obtained for ethnic behaviors
(EB) , self-esteem (SE) and skin color (SKN)
.
Correlational results for the White subgroup between
EIA and EI and the non-academic variables revealed a
tendency toward lower scores across all categories. For the
African American subgroup a similar trend of lowered scores
was uncovered across all the variables except for skin color
which showed a slight tendency toward increase.
Table 8.
Correlations of Ethnic Identity Achievement with Non-
academic Dependent Variables by Ethnic Group
EIA GRD EB OGO SE SKN SES
ENTIRE GRP 0.10* 0 .53** 0 0.18** -0.24**
-0
.
12**
ASIAN 0 . 19* 0 . 51** 0.27** 0 . 34** -0
. 02 0
LATINO 0 .23 0 . 51** 0 . 09 0 . 12 0.19 -0 .12
WHITE 0.1 0 .42** 0 . 02 0 . 14* -0
. 03 0 .11
AFRO AM 0 . 08 0 59** 0 . 02 0.2 0 .
1
-0
. 09
NAT AM -0
. 5 0 . 61 -0 .70* 0.2 0.41 -0
.
1
(*P= .05, **P= . 01)
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Correlational results between the EIA and the non-academic
variables in the Native American subgroup remained
practically unchanged, similar to EI results. An exception
was noted for ethnic behaviors (EB) scores which dropped in
degree of relationship and significance level. Overall, EIA
scores appear to reflect developmental influences which may
account for the slight shifts in scores.
Ethnic Identitv Achievement bv Ethnic Group
In order to evaluate the difference in ethnic identity
achievement between the groups, a one way analysis of
variance was utilized (see table 9) . Results revealed a
significant difference, as with EI correlational findings,
between EIA and ethnic group (F=.000) . However the order,
greatest mean, by subgroups were different. For example, the
Native American subgroup mean score was the highest,
followed by African Americans, Latinos, Asian and Whites
(means = 3.31, 3.27, 3.16, 3.01 and 2.57 respectively).
Table 10. reveals that the Asian subgroup was the only
group demonstrating a significant difference between the
other subgroups on the EIA measure. The Asian subgroup mean
was significantly different than that of the African
American subgroup, but not from any of the other subgroups.
The White subgroup mean on the other hand was significantly
different from all the subgroups again supporting that
measured ethnicity is not a salient issue for this group.
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TABLE 9
.
Ethnic Identity Achievement Mean Scores By Ethnic Group
iNJUIYLoniK MEAN STD . D ST. ER MIN MAX CONFIDENCE INTERVAL
TV CT AM X u / 3 . 01 0.55 0 . 05 1
. 42 4 2 . 9 3 .11
l-ijt\ i X INU 3 . 16 0 . 4 0 . 06 2 . 42 3 . 85 3 . 03 3 .29
WHITE 204 2 . 57 0 . 62 0 . 04 1 4 2 .48 2 . 66
AFR AM 49 3 . 27 0. 57 0 . 08 2.1 4 3 .11 3.44
NAT AM 10 3 . 31 0. 56 0. 18 2 . 14 3 .88 2 .91 3.71
ENTIRE GRP 410 2 . 85 0 . 64 0 . 03 1 4 2 .78 3 .71
SOURCE D.F. SUM OP SQRS MEAN SQRS F RATIO F PROB
BETWN GRPS 4 33 . 66 8.42 25.41 0
W/IN GRPS 405 134 . 12 0 .33
POT I RE GRP 409 167 .79
TABLE 10.
Group Differences by Ethnic Identity Achievement
MEAN GROUP GRP 1 GRP 2 GRP
ASIAN 3 . 01 1 *
LATINO 3 .16 2 •k
WHITE 2.57 3
AFR. AM 3.28 4 * •k
NAT. AM 3 .33 5 •k
3 GRP 4 GRP 5
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Correlations between Ethnic Identity and Ethnic Idf^ntihy
Achievement by Gender
To evaluate the differences between EI and EIA mean
scores and gender, a one way analysis of variance was
performed. Results of this analysis (see Tables 11 and 12)
revealed a significant difference between EI scores and
gender for the entire group but no significant differences
between EIA mean scores and gender by ethnic group.
These findings suggest that males, at least in this
predominately White culture, tend to develop an ethnic sense
of self that seems to become the most salient template from
which they interact in the predominant culture. It is as if
a struggle exists between being ethnic and maintaining that
ethnic self in a context that may not subscribe to the same
value system. So for males, it seems that they interact
within the ethnic definition of self first, modifying it
according to the larger cultural context.
Women on the other hand, appear to view gender as the
most salient sense of self and their ethnic self as the
flavor of that expression. Like the males in this sample,
they also experience a developmental trend in relation to
ethnic identity.
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Table 11.
Ethnic Identity Mean Scores by Gender
GROUP NUMBER MEAN ST
. DEV STD ERR MIN MAX CONFIDENCE INTERVAL
MALE 214 2 . 98 0 . 62 0 . 03 1 .29 4 2.89 2 . 06
FEMALE 204 2 .85 0 . 58 0 . 04 1.29 4 2.77 2 . 92
ENTIRE GRP 418 2 . 91 0.6 0 . 02 1.29 4 2.86 2 . 97
SOURCE D.F. SM SQRS AVG SQR F RATIO F PROB
BETWN GRPS 1 1 . 65 1 .65 4 . 57 0 . 02
W/IN GRPS 416 150 .49 0 . 26
ENTIRE GRP 417 152.15
Table 12.
Ethnic Identity Achievement Mean Scores by Gender
GROUP NUMBER MEAN ST. DEV STD ERR MIN MAX CONFIDENCE
INTERVAL
MALE 214 2 . 9 0 . 67 0 .05 1 4 2 . 8 2 99
FEMALE 204 2 . 81 0 . 61 0 - 04 1 . 14 4 2.72 2 89
ENTIRE GRP 418 2.85 0 . 64 0 . 03 1 4 2 .79 2 92
SOURCE D .F. SM SQRS AVG SQR F RATIO F PROB
BETWN GRPS 1 0 .75 0.75 1 . 82 0 .18
W/IN GRPS 416 170 . 81 0.41
ENTIRE GRP 417 171 . 56
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Correlations between Non-in tellect-.iial and Academic VariRhloc,
by Subgroups
Hypothesis VII states that non-intellectual variables
are not better predictors of academic aptitude than GPA.
SKIN COLOR
Results between skin color and the other non-
intellectual variables for the total sample show that skin
color has a low but significantly negative correlation with
ethnic behaviors, suggesting that the lighter the skin color
the lower the ethnic behavior scores (r=-.15; p=.01).
Significant but low correlations for the total sample were
also found between perceptions of skin color and SES (r=.20;
p=.01), GPA (r=.24; p=.01) and VSAT (r=.27; p=.01),
suggesting that the lighter the skin the more apt they were
to come from a higher SES also demonstrating higher GPA and
VSAT scores. No correlations were obtained between skin
color and SE, MSAT and GRD level (age)
.
Results for the Asian subgroup show no significant
correlations between skin color and OGO, SES, GPA, VSAT MSAT
and GRD (r's=.02, .00, .05, .09, .08 and .01 respectively).
Trend effects suggest a low tendency toward correlation
between skin color and ethnic behaviors (EB) and self-esteem
(SE)(r=.16 and .11 respectively).
For the Latino subgroup, data in Table 13 shows a
significant positive correlation between skin color and SE
(r=.46; p=.01), suggesting that lighter skin Latinos in this
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sample have higher self-esteem scores. No correlations were
found in this group, between skin color and OGO, GPA, MSAT,
SES and GRD. However trend effects show a tendency toward
correlation between skin color and EB (r=.24), and VSAT
(r=. 22)
.
Results for the White subgroup on the above mentioned
factors reveal a low but significant negative correlation
between skin color and ethnic behavior scores (r=-.15;
p=.05). On the other hand, a low but significant correlation
was found between skin color and GPA (r=.l4; p=.05),
suggesting a relationship between lighter skin and higher
GPA. No correlations were found between skin color with OGO
and SES. On the other hand trend effects reveal a potential
positive relationship between light skin color and VSAT.
Within this group trend effects also suggest that the
lighter the skin color, the younger the student and the
lower the SES.
Results for the Afro American subgroup reveal
interestingly significant finding between skin color and the
other variables. For example, lighter skin is significantly
correlated with other group orientation, suggesting that
lighter African American students in this sample relate more
to other groups than their darker counterparts (r=.42;
p=.01). This significant relationship was also uncovered
between skin color and SES, GPA and VSAT suggesting that
lighter skin Afro American students do better in these areas
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than their darker counterparts (r=
. 43
,
p=
. oi ; r=.44,p=.oi;
r=.37,p=.05 respectively).
Although results do not show any significant
correlations between skin color and the above mentioned
variables in the Native American group, trend effects show
interesting patterns. For example, lighter skin tends to
correlate with ethnic behaviors, other group orientation,
VSAT, and MSAT but not with SE and SES. A general negative
trend was revealed between skin color and age, suggesting
that in the Native American group the younger you are the
lighter your skin color.
SES
Correlates between SES and other variables for the
entire sample reveals a low but significant relationship
with GPA, VSAT and MSAT (r=.25; p=.01, r=.19; p=.01, and
r=.22; p=.01 respectively (See Table 14)). SES demonstrated
no correlation with ethnic behaviors, other group
orientation, self-esteem and grade level for the entire
sample. For the Asian subgroup SES demonstrated a low but
significant correlation with VSAT and Grade level (age)
(r=.25; p=.05 and r=.21; p=.05 respectively) suggesting that
the younger the student the greater the SES. The greater the
SES the greater the VSAT scores. For the Latino subgroup SES
revealed a low but significant correlation with MSAT (r=.33,
p=.05) and no correlation with ethnic behaviors, other group
orientation and grade level.
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Table 13.
Skin Correlations by Ethnic Group
SKN EB OGO SE SES GPA VSAT MSAT GRD
ENTIRE GRP -0.15** 0 . 09 -0
. 01 0.2** 0 .24** 0 .27** 0 .18 0 . 01
ASIAN 0 .16 0.02 0.11 0 0 .05 0.09 0 . 08 0 . 01
LATINO 0 . 24 -0
. 07 0.46**
-0.11 0 . 07 0.22 -0 .05 0 . 04
WHITE -0.15*
-0
. 03 -0
. 04 -0.1 0 . 14* 0 . 12 0 . 06 -0
. 11
AFRO AM 0 . 02 0 . 42** 0 . 07 0 .43** 0.44** 0 . 37* 0.27 0.2
NAT AM 0 . 53 -0.5 -0.1 -0
. 07 0.1 0.2 0 . 34 -0 .16
(**P:=.01; *p=.05)
Table 14.
Socioeconomic Status Correlations by Ethnic Group
SES EB OGO SE GPA VSAT MSAT GRD
ENTIRE GRP
-0.07 -0.01 -0.03 0.25** 0.19** 0 . 22** -0.03
ASIAN 0.06 0.08 0.04 0.03 0.25* 0.01 -0.21*
LATINO -0.04 -0.07 0.26 0.3 0.22 0.33** 0.09
WHITE 0.05 -0.1 -0.09 0.06 0.05 -0.03 0.06
AFRO AM -0.08 0.2 -0.03 0.22 0.38** 0.09 0
NAT AM 0 0.42 -0.42 0 . 64* 0 . 37 0.58 -0.36
(**p-.01; *p^.05)
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However, ses correlations with :u> 1 1
-esteem, gpa ami vsat
show, althouqh not significant, a tendency toward a positive
ro1at ionr.hip (see Table ^A). Data in Table M also reveals
no qonoral trondr. or correlations between f;i:r, and the above
mentioncuJ v.iri.iblos, suggest i nq th.it SES does not relate to
the other factors.
However, lor the Afro American f^ubgrouf), results
revealed a low but sign i l i t-.mt relationship between SES and
VSAT, suqqr\'-.t i nq soHVe interaction between the two variables
(r=.3R, p=.01). No correlations were found in this qroup
botwc^cn SES and (^thnic bohaviors, self-esteem, MSA'l' and
grade level. Alth(ju(jh, no s i qn i I i cint correlation;; were
lound between Si;s <md sell -esteem and GI'A, in this sub(jroup,
results suggest a general trend toward relationship on these
latter two variables (See Table 14).
SELF-ESTEEM
Table 1^) shows correlational results between
solf-osteom, the academic and non-academic variables for the
various c^thnic groups. Results rovcM I no ;;i(jnil ic^int
correlations between sel 1 -esteem <Hid the variables reported
for the entire sample. There was general trend ellect
between sc 1 I -esteem and grade level, suggesting <i tendency
for older students to have higher self-esteem scores.
Results between self-esteem and the identiriod
variables, for the Asi.m subgroup rove, i led no r.t at i r.t i ca 1 I y
signifi(Mnt findings. liowevf>r tr(>nd effects suggest that
self-esteem ni.iy p\'\y a role in the involvement of ethnic
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behaviors, the desire for involvement with other groups,
MSAT scores and again with older Asian students tending to
demonstrate higher self-esteem.
Likewise, no significant relationship between
self-esteem and the variables were found, for the Latino
subgroup, but trend effects were noted. For example,
self-esteem seems to show a general positive relationship
with engagement in ethnic specific behaviors and grade point
average (r=.26 and r=.14). A general negative trend was
noted between self-esteem and the involvement with other
groups, suggesting that the greater the self-esteem in
Latino's the less likely they are to engage with other
groups (r=. 11)
.
Results between self-esteem and the identified
variables for the White subgroup reveal no significant
correlations, with a general positive trend with grade
level, suggesting that the older students tend to have
higher self-esteem scores (r=.22).
Results for the Afro American subgroup also showed no
significant correlations but demonstrate some general trend
effects. For Afro American students self-esteem tends to be
positively influenced by age (r=.14). It may also influence
the involvement with other groups, the student's grade point
average and MSAT scores (r=.26 and r=.20 respectively).
In the Native American subgroup no significant
correlations were noted. However trend effects do appear.
For example, self-esteem may in some way, influence the
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Native American's interest in the involvement with other
groups and all the academic variables, suggesting that the
higher the self-esteem the more likely they are to involve
themselves with other groups (r=.12) and the lower the grade
point average (r=-.69), the lower the VSAT scores (r=-.80)
and the lower the MSAT scores (r=-.09).
GRADE LEVEL (AGE)
Information in Table 16 shows the grade level (age)
correlations across variables for each of the ethnic
minority groups. As shown, results reveal a low but
significant relationship between grade level (age) and
self-esteem for the entire group, suggesting that the older
the student the greater the self-esteem (r=. 19 ;p=. 01) . No
other correlations or trend effects were obtained.
For the Asian subgroup, a low but significant
relationship was obtained between grade level and the
involvement with other groups, suggesting that the older the
student the greater likelihood they were to interact with
other groups (r=.22; p=.05). Slight trend effects were
obtained between grade level (age) , self-esteem and GPA,
suggesting that the older the student the greater the
possibility of having a higher self-esteem score. An
interesting trend was noted, the negative relationship
between grade level and GPA, suggesting that the older the
Asian student the more the tendency to have a lower GPA than
their younger counterparts. This may be the result of
acculturation processes or more difficult academic work.
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Table 15
Correlation of Self-Esteem with Ethnic Behaviors, other
Group Orientation, GPA, VSAT, MSAT and Grade by Ethnic Group
SE EB OGO GPA VSAT MSAT GRD
ENTIRE GRP 0.1 0.11 0.04 0.01 -0
. 09 0.19
ASIAN 0.21 0 .28 0 . 02 0 . 14 -0
. 07 0 . 14
LATINO 0 .26 -0.11 0 . 14 -0
. 09 0 . 03 0.23
WHITE 0.11 0 . 01 0 . 09 -0.05 -0
. 07 0 .22
AFRO AM 0 . 04 0.26 0.2 0 . 03 0 .21 0 . 14
NAT AM -0
. 07 0 . 12 -0
. 62 -0 .69 -0
. 82 -0
. 09
(**p=.01; *p=.05)
Table 16.
Correlations of Grade Level with Ethnic Behaviors, Other
Group Orientation, Self-esteem, GPA, VSAT, and MSAT by
Ethnic Group
GRD EB OGO SE GPA VSAT MSAT
ENTIRE GRP 0 . 04 0.02 0 . 19** 0 . 05 -0 .05 -0 . 07
ASIAN -0 . 03 0.22* 0.14 -0.12 -0.02 -0.01
LATINO 0 -0 .23 0.23 0.29 -0 .
1
-0
. 11
WHITE 0 .19** -0 . 07 0.22** 0 . 13 -0 . 04 -0 . 02
AFRO AM -0 . 02 -0 . 06 0.14 0 . 09 -0 . 32* -0 .15
NAT AM -0 . 64* 0.05 -0 . 09 -0.42 0.4 -0.23
.01; .05)
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For the Latino subgroup, no significant correlations
were obtained between grade level and any of the correlates.
However trend effects revealed a potential relationship in
the positive direction, between age, self-esteem and GPA.
This tendency may suggest that the older the Latino student
the greater potential for having a higher self-esteem and
GPA (r=.23 and r=.29 respectively). On the other hand, the
opposite was true between grade level (age)
, involvement
with other groups, VSAT and MSAT performances, suggesting
that older Latino students may experience less interest in
other groups and lower VSAT and MSAT scores than their
younger counterparts (r=-.23, r==-.10 and r=-.ll
respectively)
.
Results for the White subgroup between grade level and
the correlates revealed a low but statistically significant
positive relationship with ethnic behaviors self-esteem
suggesting that older White students tend to engage in more
ethnic type behaviors and demonstrate a higher self-esteem
than their younger counterparts (r=.19 and .22; p=.01
respectively) . No other significant correlations were found
but a slight trend was obtained between grade level and GPA,
suggesting that older White students perform better than
their younger counterparts.
For the African American subgroup, the only significant
negative correlation, albeit low, was obtained between grade
level (age) and VSAT, suggesting that older African American
students have lower VSAT scores than their younger
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counterparts (r=-.32; p=.05). Trend effects also show a
positive tendency between grade level, self-esteem and GPA
along with a negative tendency with MSAT (r=.14, r=.09 and
-.15 respectively).
Lastly, correlations between grade level and the other
correlates, for the Native American subgroup, revealed a
strong negative relationship between age and ethnic
behaviors, suggesting that older Native American students
engage in greater ethnic behaviors than their younger
counterparts (r=-.64; p=.05). No other significant findings
were obtained but trend effects suggest negative
relationships between age and self-esteem (r=-.09), GPA
(r=-.42) and MSAT (r=-.23), suggesting that older Native
American students may have lower self-esteem, lower GPA and
lower MSAT scores, but higher VSAT scores (r=.40) than their
younger counterparts.
ETHNIC BEHAVIORS
Correlational results between ethnic behaviors and the
other variables for the different ethnic groups can be found
in Table 17.. Results reveal that for the entire group,
ethnic behaviors demonstrated a significant negative low
correlation with other group orientation, suggesting that as
ethnic behaviors go up interest in other groups goes down
(r=-.16; p=.01). A low but significant relationship with
self-esteem was also found (r=.10; p=.05). In addition, a
low but highly significant relationship between ethnic
behaviors and VSAT was found, indicating that VSAT scores go
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down with increasing ethnic behaviors (r=-.26; p=.01).
Although no significant finding between ethnic behaviors and
skin color emerged, trend effects suggest that as ethnic
behaviors increase student skin color tends to be darker.
Findings for the Asian subgroup show a significant
correlation between ethnic behaviors and self-esteem (r=.21;
p=.05). No other significant relationships emerged but trend
effects show a general tendency for this group to have
lighter skin and higher V and MSAT scores with increasing
ethnic behaviors (r=.16, r=.08 and r^.ll respectively).
For the Latino subgroup, ethnic behaviors were not
significantly correlated with the other variables. However
results suggest interesting trend effects. For example, as
ethnic behavior scores increase interests in other groups
seem to diminish (r=-.14), likewise with V and MSAT scores
(r=-.07 and r=-.10 respectively). On the other hand a
positive trend effect was demonstrated between ethnic
behaviors and higher self-esteem (r-.26) and lighter skin
color (r= . 24 ) .
Findings for the White subgroup revealed no significant
relationship with any of the variables. Trend effects
however, show a tendency for darker skin color with the
increase of ethnic behaviors (r=.15) and higher self-esteem
(r=.ll)
.
For the African American subgroup, no significant
correlations were obtained either. However trend effects
suggest that VSAT and MSAT scores may fall with the rise of
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Table 17.
Correlations of Ethnic Behaviors with Other Group
orientation. Self-esteem, skin Color, SES, GPA, VSAT and
MSAT by Ethnic Group
EB OGO SE SKN SES GPA VSAT MSAT
ENTIRE GRP
-0 .16** 0 . 1* -0 .15 -0
. 07 -0
. 03 -0 .26**
-0
. 02
ASIAN -0
. 03 0.21* 0 . 16 0 . 06 0 . 1 -0
. 08 0 . 11
LATINO -0.14 0.26 0.24 -0
. 04 0 . 06 -0
. 07 -0.1
WHITE -0
. 1 0 .11 -0
. 15 0 .05 -0.06
-0
.
1
-0
. 03
AFRO AM -0
. 02 -0.04 0 . 03 -0
. 08 -0
. 06 -0 .21 -0.28
NAT AM -0.43
-0
. 07 0 . 53 0 0 . 17 -0.05 0 . 27
(*P=.05; **P=.01)
Table 18.
Cell Means: GPA by Ethnic Group by Gender
AVG M GPA TTL AVG F GPA TTL AVG GPA by ETH GRP TTL
Eth Grp
ASIAN 7 81 54 7 94 51 7 . 88 105
LATINO 5 41 17 6 57 23 6 . 07 40
WHITE 7 22 104 7 86 100 7 . 53 204
AFRO AM 6 21 28 6 95 21 6 . 53 49
NAT AM 6 . 5 4 7 83 6 7 . 3 10
ENTIRE GRP 7 08 7 64 7 . 35
TTL 207 201 408
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ethnic behaviors in this group (r=-.21 and r=-.28
respectively)
.
In the Native American subgroup, no significant
findings were obtained but trend effects showed that as
ethnic behaviors increase their interest in other groups
seem to decline (r=-.43). Trend effects also suggest that an
increase in ethnic behaviors may be associated with lighter
skin (r=.53), increased grade performance (r=.17) and MSAT
scores (r=.27). Evaluating the extent to which the
covariates relate to GPA, data in Table 16 illustrates the
cell means by ethnic group and gender. Overall, the results
show that females obtained higher CPAs than their male
counterparts, a trend that held true across all ethnic
groups (Avg= 7.64 vs 7.08 respectively).
Overview of the overall mean GPA scores by ethnic
group, reveals that the Asian subgroup obtained the highest
GPA (7.88), followed by the White (7.53), Native American
(7.30), Afro American (6.53) and Latino (6.07) subgroups
respectively
.
To evaluate hypothesis VI, a stepwise multiple
regression analysis was performed on the data. The
researcher wanted to know to what degree and what variables
are predictive of mean GPA scores. Table 18 reveals the
results, suggesting that when SES is controlled, skin color,
gender and ethnic identity achievement explain 12% of the
variance for the entire sample.
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Table 19.
Stepwise Multiple Regression Analysis of Covariates with GPA
STEP VAR MLT R RSQ ADJ RSQ F (EGN) SIG F RSQ CH F CH SIG CH BETA IN r
1 SES 0.25 0 . 06 0 . 06 27 .19 0 0 . 06 27 .19 0 0.25 0 .25
2 SKN 0.31 0 .
1
0 . 09 22 .49 0 0 . 04 16 .76 0 0.2 0 .24
3 GENDER 0 . 34 0.12 0 . 11 17 . 91 0 0 . 02 7 . 99 0 0 . 13 0 .16
4 EIA 0.35 0.12 0 . 12 14 . 58 0 0 . 01 4 . 17 0 . 04 -0
.
1
0 .17
Table 20.
ANOVA: Grade Point Average by Ethnic Group and Gender with
SES, Skin Color and Ethnic Identity Achievement
SSQRS DF AVG SQR F SIG OF
F
COVAR RW REG COEFFICIENT
COVARIATES 146 .89 3 48 .96 18 .11 0 SES 0.3
SES 50. 56 1 50 . 56 18.7 0 SKN 0 . 3
SKN 37 . 98 1 37 .98 14 . 04 0 EIA -0.28
EIA 12. 38 1 12 .38 4 58 0 . 03
MAIN EFFECTS 75 . 6 5 15 .12 5 59 0
ETH GRP 54 . 94 4 13 .74 5 08 0
GENDER 23 . 44 1 23 .44 8 .67 0
2WY INTERACT
BY ETH GRP
10. 62 4 2 . 65 0 .98 0.42
10 . 62 4 2 . 65 0 .98 0.42
EXPLAINED 233 .11 12 19 .43 7 .18 0
RESIDUAL 1, 06 8.07 395 2 .7
TTL 1,301.18 407 3 . 13
83
To determine the influence the independent variables
(GPA, ethnic group and gender) may have on the covariates
(SES, skin color and EIA) an analysis of variance was
performed. The analysis of variance confirmed the multiple
regression equation, suggesting the covariates explained 12%
of the variance. Results also revealed (see Table 20) that
when controlling for SES there is a significant difference
between covariant influences (SES, skin color and EIA) on
GPA by ethnic group and gender (F=.000, .000 and .033
respectively)
.
However, the covariates do not influence the
GPA differently in each of the ethnic group by gender, both
are equally influenced by the covariates (F=.417).
To determine the degree of influence the covariates
have on GPA, a multiple classification analysis was
performed by ethnic group. Results were obtained for both
unadjusted (without covariates) and adjusted scores. The
grand GPA mean score for the entire sample was 7.35 (B-) .
For the Asian subgroup unadjusted mean score was 7.87 (B)
versus the adjusted mean score of 7.89 (B) , which were
virtually unchanged when the covariates were considered (2%
rise)
.
Results for the Latino subgroup revealed an unadjusted
mean group score of 6.07 (C+) versus an adjusted mean of
6.53 (>C+)
,
suggesting a trend toward GPA increase by 46%.
For the White subgroup an interesting trend was noted. Their
unadjusted mean score was 7.53 (>B-) versus an adjusted mean
of 7.22, noting a trend toward lower GPA scores by 31%. This
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pattern may reflect earlier results indicating that Whites
could not be reliably categorized in terms of ethnic
identity development which may mitigate skin color
influences
.
For the African American subgroup the influence of the
covariates on GPA was markedly different. Unadjusted GPA
results revealed a group GPA mean of 6.53 (>C+) versus an
adjusted group mean of 7.33 (>B-), an 80% increase. Lastly,
for the Native American subgroup, results revealed an
unadjusted group mean of 7.30 (>B-; similar to the overall
group mean) versus an adjusted score of 7.65 (>B-)
suggesting a 30% increase in their score.
In addition, a multiple classification analysis was
employed to evaluate gender differences for the entire
sample (See Table 19) . Results demonstrated that the
unadjusted scores for males was 7.07 (B-) versus an adjusted
score of 7.11, a 4% increase, suggesting no significant
change in GPA scores. Where as for females the unadjusted
score was higher than their male counterparts (7.63; >B-)
,
greater than the overall group sample mean. Their adjusted
score on the other hand was 7.60, demonstrating a 3%
decrease in GPA score. As with their male counterparts the
female GPA scores, although higher, remained stable. Results
confirmed ANOVA findings.
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Table 21.
Multiple Classification Analysis
of GPA by Ethnic Group and Gender with Socioeconomic
Status, Skin Color, and Ethnic Identity Achievement
UNADJ DEV'N
W/0 COVAR
GPA AVG +/"
UNADJ DEV'N
ADJ DKV ' N I ;i'A AVG < /
FOR IND and ADJ DEV'N
COVAR
BliTWN UNADJ
and ADJ
DEV'N
N TTL HNTIRH
GRP GPA
AVG
ASIAN
LATINO
0 . 52
-1.28
1
f
0 .
87
07
0 . 54
-0.82
7 .89
6.53
0.02
0.46
105
40
7.35
WHITE 0.18 7 . 53 -0
. 13 7 .22 0.31 204
AFRO AM -0.82 6 . 53 -0 . 02 7.32 0.8 49
NAT AM -0.05 7 .3 0.3 7 .65 0.35 10
MALES -0.28 1 . 07 -0.24 7.11 0.04 207
FEMALES 0 .28 / . 63 0.25 7.6 0 . 03 201
ENTIRIS QRP 408
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CHAPTER V
SUMMARY, DISCUSSION AND IMPLICATIONS FOR FUTURE RESEARCH
Summary
This study was a multivariate analysis of some of the
factors which may correlate with secondary school students
academic achievement (GPA)
.
Of particular interest was to
determine if ethnic identity and/or ethnic identity
development was related to GPA as well as how they relate to
SES, gender, skin color, self-esteem, other group
orientation and grade levels across five ethnic groups.
The subjects consisted of 408 high school students of
five different ethnic backgrounds from an independent
residential school in the Northeastern area of the United
States. The ethnic groups of interest for this study were
Asian (105; 54 Males and 51 Females), Latino (40; 17 Males
and 23 Females), Caucasian (204; 104 Males and 100 Females),
African American (49; 28 Males and 21 Females) and Native
American (10; 4 Males and 6 Females), ranging from low to
high SES.
The instruments used for the study included the Ethnic
Group Identity Measure (Phinney, 1992) consisting of various
subscales considered important in ethnic identity (Ethnic
Identity: Items 11 , 12 , 13 , 15 , 16 , 18R, 20R, 21 , 22 , 23 , 24 , 26 , 28 , 30
;
Ethnic Identity Achievement: Items 10 , 13 , 15 , 18R, 20R, 22 , 23 ;
Ethnic Behaviors: Items 12,26; and Other Group Orientation:
Items 14,17R,19,25R,27,19; R refers to reverse order for
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scoring). Self-esteem was measured ur.iny the Rosenberg
Self-esteem scale. Socioeconomic information was classified
using the Hollingshead two factor index of social position.
Skin color was subjectively coded by each subject utilizing
a skin color chart specifically designed by the researcher
for this study. Grade point average mean obtained over a one
year period was used as a measure of academic performance.
Verbal and Math SAT scores were used as measures of academic
aptitude
.
Subjects were first identified by dormitories by their
respective dormitory heads as a way of determining the
ethnic makeup of each dorm. Once identified, dorm heads
agreed to call a dorm meeting, at dorm closing (10:30 p.m.),
where the examiner would come and present the project. In
setting up these meetings, dormitory heads were allowed to
tell students only the basic premise of the study - to
investigate the effects of larger cultural influences on
identity development. Data gathering was done in a group
context
.
At the designated meeting time the examiner and the two
independent skin color raters met with the group. The
examiner explained the research project and asked if any one
was interested. Those not interested were dismissed.
Questionnaires, the consent form and a number 2 pencil were
passed out. The examiner then read a statement about the
reason for the study, informing students of their ability to
discontinue their participation at any time. They were also
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instructed to come to the skin color rating table after
completion of the questionnaire (Appendix J)
.
The results will be briefly presented by hypothesis. A
discussion will then follow.
Hypothesis I. Ethnic Identity (EI) is not significantly
related to academic performance (GPA)
.
Results revealed that ethnic identity scores were
negatively and significantly correlated with GPA for the
entire sample and the White subgroup, suggesting that as EI
scores went up GPA went down. Although no significant
correlations were obtained for the other subgroups, trend
effects suggested a tendency toward similar direction for
the African American and Native American subgroups. Results
for the Asian and Latino subgroups demonstrated a negative
trend as well but correlations were close to zero.
Hypothesis II. Intellectual factors (V and M SAT) are not
significantly related to Ethnic Identity.
Results revealed a significant negative correlation
between ethnic identity and VSAT for the entire sample and
the White subgroup. Trend effects suggest a similar
relationship between the variables for the African American
and Native American subgroups. In addition, no significant
correlations between the two variables for the Asian and
Latino subgroups were obtained. Results between EI and the
MSAT scores revealed a significant negative relationship for
the entire sample, the Latino, the White and African
American subgroups. Trend effects for the Native American
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subgroup follows the general negative relationship as well.
There was no relationship between these two factors in the
Asian subgroup.
Hypothesis III. Ethnic Identity Achievement (EIA) is not
related to academic performance (GPA)
.
Results revealed similar findings as with hypothesis I.
A significant negative correlation between EIA and the
entire groups GPA was obtained. Unlike the findings between
EI and the White subgroup, GPA results showed a positive
significant correlation suggesting that as EIA scores went
up so did GPA. Trends effects continued to show no
correlation between EIA and GPA for the Asian subgroup but a
negative one for the Latino and the Native American
subgroups. However, for the African Am.erican subgroup,
although no significant correlations were obtained, trend
effects revealed a tendency toward positive relationship
(r=.22), suggesting that as ethnic identity development rose
so did their GPA.
Hypothesis IV. Intellectual factors are not significantly
related to Ethnic Identity Achievement.
Results revealed a significant negative correlation
between EIA and VSAT for the entire group and a
statistically significant positive correlation for the White
subgroup. No correlation was found between these two
factors and for the Asian, Latino and African American
subgroups. However trend effects showed that the Native
American subgroup tended to go in the negative direction.
Correlations between EIA and MSAT scores revealed a
significant negative correlation for the entire group and a
positive correlation for the White subgroup. A significant
positive correlation was found between the two variables in
the African American subgroup whereas a negative one was
obtained for the Latino subgroup. Trend effects revealed a
tendency toward negative relationship in the Native American
subgroup. The Asian subgroup, again showed no relationship
between the two variables.
Hypothesis V. There are no significant variations in ethnic
Identity and ethnic identity development scores when
correlated with gender, race, grade, skin color, ethnic
group orientation, ethnic behaviors, or SES of the subjects.
Ethnic Identity and Gender
Ethnic Identity Scores showed a significant correlation
with gender, demonstrating that males identify themselves
ethnically more so than females. However there was no
correlation between ethnic identity achievement and gender
for the entire sample and within the different ethnic
groups, suggesting no significant difference in the measured
ethnic Identity development status (High vs. Low) between
males and females.
Ethnic Identity and the Ethnic Groups
Significant differences in EI scores between the Asian
subgroup and the Latino and African American subgroups were
obtained. Whites were significantly different from all
groups on ethnic identity scores (see Table 20 for results).
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Ethnic Identity with Grade, Ethnic Behaviors and Other Group
Orientation by Ethnic Group
No significant relationship was found between EI and
grade. A highly significant relationship between EI and EB
for all subgroups was found. In regards to the EI and OGO
relationship, the Asian subgroup demonstrated a low but
significant correlation whereas the Native American subgroup
revealed a highly significant negative correlation. No other
subgroups showed significant relationships.
Ethnic Identity and Self-esteem by Subgroup
EI scores showed a significant relationship with
self-esteem in the entire sample, as well as for the Asian
and White subgroups. However no correlation was obtained
between ethnic identity and self-esteem for the Latino,
African American and Native American subgroups.
Ethnic Identity and Skin Color
Ethnic identity and skin color revealed a significant
negative relationship for the entire group but not by each
ethnic group. However, trend effects seemingly suggests a
positive correlation between these two variables in the
Latino and Native American subgroups.
Ethnic Identity and Socioeconomic Status
Ethnic Identity and Socioeconomic Status revealed a
significant negative relationship for the entire sample but
not within the specific subgroups, suggesting that as ethnic
identity scores rise SES drops. Similar trend effects were
obtained for both African American and Native American
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subgroups as well. No specific trend effects were noted for
the Asian, Latino, and White subgroups specifically.
Ethnic Identity Achievement and the Covariates
EIA correlated similarly between the covariates as EI
scores did for the entire sample. The only difference was
the significance with grade level, suggesting maturational
influences (see Table 23 for results)
.
Ethnic Identity Achievement with covariates by Ethnic Group
For the Asian subgroup EIA scores revealed significant
correlations with grade level, ethnic behaviors, other group
orientation and self-esteem. In the Latino subgroup, a
significant negative correlation was obtained between EIA
and MSAT in addition to a significant positive relationship
with ethnic behaviors.
For Whites significant correlations were obtained
between EIA scores and GPA, VSAT and MSAT. Additional
significant correlations were obtained with ethnic behaviors
and Self-esteem. African American EIA scores revealed
significant correlations with MSAT and ethnic behaviors. As
for the Native American subgroup, EIA scores showed a
significant negative correlation with other group
orientation, suggesting a desire to stay within their own
ethnic experience.
Hypothesis VI. Non-Intellectual variables are not better
correlated with academic aptitude (V and M SAT) than
Academic performance (GPA)
.
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Table 22.
thnic Identity Scores Corrlelated with Grade Point Average,
Verbal SAT, Math SAT, Grade, Ethnic Behaviors, other Group
Orientation, Self-esteem, Skin Color and Socioeconomic
Status by Ethnic Group
EI GPA VSAT MSAT GRD EB OGO SE SKN 3ES
ENTIRE GRP - 0
. 1 * * - 0
. -U * * -0
. IP,** ' J
. 0 6 0
. 6R**
-O.C? 0.22** -0.29**
-0.15**
ASIAN 0 -0.03 0.03 0.11 0. 6ft** 0.2* 0 .36** 0.03 0.03
LATINO
-0.07 0 -0.33* 0.13 0. 77** -0
. 04 0.21 0.2ft -
"J . 0 5
WHITE -r,
.
15* -0
.
18* -0
.
15* 0.11 0. 57** -0.05 0.22** -0
. 05 0.09
AFRO AM
-
'J
. 2 i -0. 19 -0.32* 0.04 0. 72** -0.04 0.21 0 -0.17
NAT AM -0.21 -0
. 24 -0.2 -0.55 0 .73* -0.75* J
. 1ft 0
.
4ft -0.15
(*p=.05, **p=.Oi)
Table 23.
Ethnic Identity Achievement Scores correlated with Grade
Point Average, Verbal SAT, Math SAT, Grade, Ethnic
Behaviors , Other Group Orientation, Self-esteem, Skin Color
and Socioeconomic Status by Ethnic Group
EIA GPA VSAT MSAT GRD EB OGO SE SKN SES
ENTIRE GRP -0
.
16**
-0.26** -0
.
20** 0
.
10* 0 . 54** 0 0 . 1ft** -0 .24** -0 . 12**
ASIAN -0.03 0.02 0 . 19* 0 .51** 0 . 27** 0 . 34** -0 . 02 0
LATINO -0
.
13 -0.01 -0.34* 0.23 0 . 51** -0.09 0. 12 0 . 19 -0.12
WHITE -0
.
14* ri
.
1 6 * -0 . 19** 0.1 0.42** -0 . 02 0 . 14* -0.03 0 . 11
AFRO AM 0.22 0.07 -0.30* 0.0ft 0. 59** 0 . 02 0.2 0.1 -0.09
NAT AM -0.14 -0
.
23 -0.25 -0.5 0 . 61 -0.70* 0.2 0.41 -0.1
(*p=.05, **p-.Oi)
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Correlational results revealed that non- intellectual
variables differed between ethnic groups, producing higher
significant correlations with V and M SAT scores for some,
but not for others, than the respective ethnic group's grade
point average. Results may suggest the potential influence
of external factors as contributors toward academic
achievement by ethnic minorities.
Discussion
Ethnic identity is a very complex phenomenon (see
Brand, Ruiz and Padilla, 1974; Phinney, 1990 for review). As
a result it is difficult to know what factors contribute to
its development and how they interact with academic
achievement specifically. Consequently, the results of this
study need to be considered within this context as the data
are presented by ethnic group raising questions regarding
the assumptions of linear relationships. To put this
complexity into perspective the data are presented within a
brief historical perspective of the five ethnic groups as a
way of illuminating the interplay between both internal
(ethnic self) and external influences (cultural context)
.
The Asian Subgroup
The Asian students consisted of Chinese, Japanese and
Korean decents. These cultures tend to hold education as an
important, cultural value. Family values seem consonant with
USA larger cultural values, expecting high achievement from
their children. In this sample the majority of Asian
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students were international students (reared in their
respective cultures) and tended to be from the highest
socioeconomic status. Their respective levels of academic
achievement, documented in this sample by their high scores,
may reflect this consonant value system. Overall the Asian
subgroup had the highest academic scores among the groups.
Phinney (1989), in a study assessing ego identity
development, found that for Asian Americans one of their
salient issues included pressures to achieve academically.
The high demand and rigors of academic achievement in their
respective cultures is in large part a function of their
cultural values. So when they come into a rich educational
system they tend to excel. Historically Asian cultures have
learned much from American industrialization, perfecting
certain of its aspects. It is this interest perhaps which
may account for their performance in the American
educational system. In other words, Asians seem to come to
this country with an intention of pursuing educational
goals. Results for this group revealed that intellectual
factors (GPA, VSAT and MSAT) were not correlated with Ethnic
Identity but were with intellectual factors.
This may suggest that their consonant cultural
experience, free from racism, in their early years leads to
a more ego syntonic ethnic identity, downplaying its
saliency. Other ethnic groups who grow up outside of their
cultural support, via interpersonal subtleties etc., face
the issue on a daily basis thus making it more salient
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across contextual experiences. For the Asian group, it seems
as if they have been able to focus their energies on the
most salient issue, educational attainment. Other
researchers have also alluded to the possibility of external
social pressures affecting the ethnic identity and
self-concept of ethnic minorities in non-culturally
supportive atmospheres (Bagley et al. 1988, Bowman et. al.
1985, Broderic et. al. 1985, Colon- Ortiz et. al. 1985,
Ethier et . al . 1990)
.
Additional evidence suggesting the impact of external
cultural influences on internal ethnic issues versus
academic achievement can be seen by the results suggesting
that ethnic identity and ethnic identity development
correlate best with ethnic behaviors and other group
orientation than with the academic variables. Ethnic
behaviors also correlated with self-esteem in this group.
That is to say that the Asian subgroup in this study tended
to accommodate rather than assimilate into this culture.
Although the Asian subgroup demonstrated relative high
EI and EIA scores, results show them as having only the
fourth highest scores of the five groups respectively. Their
ethnic identity scores were significantly different from the
African American subgroup, while their EIA scores were
significantly different from the African American and Latino
subgroup, two groups that have experienced many obstacles
resultant of dissonant cultural experiences. It is my
opinion that this significant difference reflects the impact
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negative external influences have on ethnic identity in
ethnic minorities versus international students.
In other words, ethnicity over other issues becomes the
salient feature for ethnic minorities reared in dissonant
cultural experiences (See Bagley et. al., 1988; Hughes et.
al. 1990; Arce et. al. 1987). Results of the multiple
regression analysis also seem to support this view. For
example, when controlling for SES, skin color, EIA and
gender do not correlate with GPA in this subgroup. To
further test this hypothesis it would be of interest to
compare International Asian students with their Asian
American counterparts to see if external factors do in fact
influence the salience of ethnic issues over academic ones.
The White Subgroup
The White subgroup consisted mostly of students who
labeled their ethnicity as Caucasian or Anglo. There were
very small numbers of students who identified themselves as
Jewish, Italian, Irish or German. Overall the White subgroup
had the second highest academic scores. Like the Asian
subgroup, they too have a consonant cultural experience,
corresponding with family values which reinforce academic
interests and pursuits along with self-development. Even
though some of these subgroups have suffered the injustices
of a prejudiced society, many have reaped the benefits of
their predecessors and have excelled in this culture
(Sowell, 1981; Pinderhughes , 1989). In fact some of these
groups (Jewish, Polish, Italian, German, and Irish) have
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excelled to the point of being some of the highest wage
earning ethnic subgroups (Sowell, 1981)
.
Historically speaking, the White subgroup has been able
to pass on this wealth of experience, education and economic
influence to their successive generations. In addition they
have not been burdened by the issue of skin color, as a
major social obstacle needing to be overcome ( Pinderhughes
,
1989) .
These influences seem to be supported by the findings
revealed by the EI and EIA scores when compared to the other
groups. For example, as in an earlier study (Phinney, 1990),
the White subgroup could not be reliably coded as having an
EI or EIA. In the White subgroup EI and EIA scores were the
lowest of the five subgroups, demonstrating significant
differences with all other ethnic groups. The data shows
that for the White subgroup skin color demonstrated a
significant negative correlation with GPA suggesting it may
play a role in not having to consider EI, EIA and skin color
as salient issues.
Further evidence for this was revealed by the
significant negative correlation between EI and EIA with all
the intellectual variables (GPA, VSAT, MSAT) and only with
some of the non-intellectual variables (EB and SE) . As with
the Asian subgroup, the White subgroup GPA demonstrated high
correlation with V and M SAT scores. To test the ethnic
versus academic saliency hypothesis it would be of interest
to compare the White subgroup along ethnic lines as well as
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comparing them to White (non-Hispanic) students reared in a
predominantly dissonant ethnic environment.
The Latino Subgroup
The Latino subgroup was primarily made up of Puerto
Ricans and Mexicans, with the larger proportion being Puerto
Ricans. Other groups represented in this subgroup included
Latinos from the Dominican Republic, Guatemala, El Salvador,
Ecuador and Venezuela. Historically, the Puerto Rican
subgroup has experienced cultural genocide, language
restrictions, land displacement and untold abuses at the
hands of racist institutions that imposed and continue to
impose divergent cultural values in the name of economic
development (Silen, 1971; Sowell, 1981) . This experience
has, as with other so treated ethnic groups, reinforced the
need to maintain indigenous cultural values (Pinderhughes
,
1989) hence ethnic identity. These values are kept alive by
the culture, language and ethnic foods etc. They are
reinforced within the family system, making ethnic identity
a salient issue for this group (See Valencia et al., 1985;
Sabogal et.al., 1987).
Skin color has also been a salient issue for this group
as well, with lighter skin Puerto Ricans holding more
socioeconomic clout than their darker counterparts (Sowell,
1981) . Findings in this study appear to show the saliency
of skin color for this subgroup. For example, skin color
showed a significant positive correlation with self-esteem,
suggesting perhaps an internalization of this external
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sociological pressure. However it is unclear to what extent
skin color plays a role in economic and academic attainment
for this group. Although not significant, results showed a
negative trend effect between skin color and SES, suggesting
that lighter skin Latinos come from the higher SES bracket.
Skin color results also showed a positive trend effect with
VSAT, suggesting that the lighter skin students may
correlate with VSAT scores. This data lends support to
historical reports.
Many of the Latino subgroups have come to the U.S.
seeking economic prosperity, with the idea of returning to
their homeland. However, many who prosper either go back to
the homeland and do not establish sufficient sociopolitical
and economic clout as to pass it on to successive
generations in this cultural context (T. Sowell, 1981)
.
Those who do however, tend to be from higher SES levels. In
addition, the ethnic group itself is relatively young
needing more generational experience in these matters before
progress in this dissonant cultural experience can be
substantial. However there is evidence that Latino's as a
group have begun to make gains (Wattenberg, 1989)
.
This is not to say that Latinos do not have values
around academic achievement. This information is reported as
a way of contextualizing the academic achievement in this
country where larger cultural views conflict with those of
this subgroup (See Colon-Ortiz, 1985). Results of this study
further support the saliency of EI and EIA for this subgroup
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over that of academic interests. For example, no significant
correlations were obtained between intellectual variables
(GPA) with (V&M SAT)
.
However significant negative
correlations were obtained between non-intellectual (EI)
with one of the intellectual variables (MSAT)
. This result
suggests that when EI scores go up MSAT scores go down
unless SES was taken into account. SES had a significant
relationship with MSAT scores.
The correlation between skin color and self-esteem is
also important to note, given how much physical appearance
relates to succes in this country. Multiple regression
analysis findings seem to reinforce this hypothesis. For
example, when SES is controlled, gender, skin color and EIA
do correlate with GPA in the Latino subgroup. In this study
multiple regression analysis revealed that GPA went up when
the covariates were taken into consideration. This finding
seems to suggest the ethnic identity issues may be mutually
exclusive over academic performance for ethnic minorities
reared in dissonant cultural context. As a result they may
see the North American educational system as contrary to
their ethnic values and experience. From a curriculum
standpoint this finding seems to support the need for a
multi-cultural curriculum such that education is seen as an
enhancement to ethnicity rather than a potential threat.
Other studies have also shown similar findings (see Colon-
Ortiz, 1985; Comas-Diaz et. al., 1982; and Mestre et. al.,
1983) .
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The African American Subgroup
The history ol the African American community has been
clearly documented for centuries. As a group they were
uprooted from their homelands, enslaved, stripped of their
respective 1 <mguage and cultures, vilified for their
indigenous religious practices and forced to take on the
name and in some cases the identity of their masters.
Historically speaking as a group they have been kept Irom
the privileges North American Society has had to offer, for
it wasn't too long ago that they were given the right to
vote. Despite these obstacles and genocide African Americans
have managed to preserve distinct ethnics values.
Despite gains made by the African American subgroup
they continue to face high unemployment rates, high degree
of violence, drug abuse and low academic achievement. Many
of these experiences have been, at least as far as the
African American community is concerned, the result of
prejudices against them as a group. Skin color, being the
most visible and salient difference between African
Americans and their White counterparts, has been one of the
face value prejudices that continues to be an obstacle
(Hughes et al, 1990) . From an oppression standpoint, skin
color prejudice has become a sociological factor within the
African American community as well, resulting from the
internalization of a dissonant cultural history. Bagley and
Young (1988) found that Blacks cultures (Ghana) where skin
color is not a salient factor as in this country found more
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pro-Black attitudes than for Blacks in this country
reporting a correlation with self-esteem.
In addition, other skin color studies continue to show
that African American children still prefer White dolls over
their Black counterparts, using terms such as "prettier" and
"better" to describe them (T. Pettigrew, 1966, Edwards,
1973, Bagley et. al., 1988 and Hughes et. al., 1990).
Results from the study described in this report revealed
skin color as a variable that relates to academic
performance in this group. For example, skin color
demonstrated significant correlations with GPA, SES, VSAT
and other group orientation scores. That is to say that
lighter skinned African American students came from a higher
SES level, had greater VSAT scores and showed more interest
in relating to other groups. Pollard (1989) suggested that
findings such as these support the view that high achievers
have crossed cultural boundaries, that is they have come to
share and aspire to the norms of status attainment and
beliefs of the dominant culture. In this group GPA was
significantly correlated with V and MSAT scores suggesting
an expected relationship between both intellectual and
non-intellectual variables with academic performance and
aptitude.
Ethnic identity and ethnic identity achievement were
non-intellectual variables which showed a correlation with
MSAT scores. For example EI scores revealed a negative
relationship with MSAT and a positive relationship with
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ethnic behaviors, suggesting that students of this subgroup
who had reported greater ethnic identity demonstrated
greater ethnic behaviors but had lower MSAT scores. On the
other hand, greater ethnic identity achievement demonstrated
a positive relationship with MSAT. Combined these results
suggests that as African Americans students resolve ethnic
identity issues the more available they are to pursue other
self enhancing experiences e.g., education perhaps without
the perceived notion of assimilation. Findings support
earlier results suggesting the potential relationship
between culturally relevant materials and academic
achievement in this group (Banks, 1988) or vice-versa.
Although the African American subgroup in this study
are from a higher SES level, overall results show that they
do not perform academically as well as their White
counterparts. This may be due to the possible bias of a
non-supportive academic environment. For example, multiple
regression results revealed that when SES is controlled,
skin color, gender and level of ethnic identity development
have the greatest correlation with academic performance.
Results appear to suggest that despite economic gains high
SES African American students may be affected by racial bias
similarly to low SES African American students. These
findings support the Hughs and Hertel (1990) skin color
study where they concluded that dark skinned Blacks have a
disadvantage relative to light skinned Blacks ... that Blacks,
in general, suffer relative to Whites.
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The Native American Subgroup
Like African Americans, enslavement, genocide and
displacement have played a major role in the Native American
psyche. Although a "free" people they have had to live with
in the bounds of the reservation. In so doing they have been
able to preserve some of their culture, language and true
history. A dignified people, they have attempted to live a
holistic lifestyle much as their ancestors had done for
centuries before them. This status has come at a price. For
example, high unemployment rates, severe alcohol abuse and
high teen suicide rates are among the highest of all the
ethnic groups. In addition, this holistic lifestyle is
diametrically opposite to that of the larger culture North
American in which they reside. North America. As a result,
adjustment to larger cultural values has been difficult for
many members of this group.
Although a small sample size, the results from the
Native American subgroup revealed significant correlations
such that both intellectual and non- intellectual factors
seem to play a role in academic achievement in this
subgroup. For example, GPA correlated with MSAT and SES
correlated with GPA. Ethnic identity and development had a
negative relationship with other group orientation,
suggesting that the more they define themselves ethnically
the more they want to remain within their ethnic experience,
demonstrating greater ethnic behaviors. Also the older the
student the less likely they were to engage in ethnic
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behavior, perhaps demonstrating an adjustment to larger
cultural values. This adjustment however may bring with it
prejudicial pressure from their own community, impressing
the adolescent with the need to reject larger cultural
values creating psychological conflicts. These ongoing
conflicts may lead to cognitive dissonance around ethnic
identity issues.
Although no significant findings were found with some
of the variables, trend effects showed that self- concept
scores tended to correlate with GPA, V and M SAT scores in
this subgroup. Another trend effect suggested that the
darker the skin color the less likely they would involve
themselves in other groups, suggesting a possible
interaction with ethnic behaviors, EI and EIA. Like results
for the African American and Latino subgroups, multiple
regression analysis revealed that when SES was controlled,
skin color, gender and ethnic identity development
correlated with GPA. In this subgroup GPA correlated with
MSAT. To get a better handle on ethnic identity issues and
academic achievement in this subgroup a larger sample size
is required as well as clarification of their respective
tribal affiliations.
Entire Group results
Males
Overall results revealed that for all groups females
tended to do better than males, a finding supported by
numerous earlier studies. Ethnic identity was found to be
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more salient for males than females in this sample,
suggesting that males tended to define themselves ethnically
first and as males second. Although clearer data are
required, this finding may be reflective of the White male
privilege found in this cultural context, enhancing the
saliency of ethnic difference among ethnic minorities.
Females
Females on the other hand, seem to define themselves as
females first and ethnic second. This may also reflect the
White male privilege status that seems to be found in this
society, perhaps enhancing gender as a distinct cultural
descriptor. Further analysis is required to test this
hypothesis. However, in terms of ethnic identity achievement
scores, results for the entire group revealed no significant
difference. Results seem to suggest that females, like their
male counterparts, experience ethnic identity development as
being equally important.
For the entire sample, results revealed that GPA is
correlated with V and MSAT scores; that both intellectual
(GPA, VSAT and MSAT) and non-intellectual factors (ethnic
identity, ethnic identity achievement, skin color, SES and
ethnic behaviors) are correlated with academic achievement
and aptitude. Self-esteem and other group orientation
revealed no correlations with any other variables in this
entire group sample. Specifically EI and EIA demonstrated a
negative correlation with GPA, suggesting that students with
higher EI and EIA scores tended to have lower GPA scores.
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This finding was primarily true for each of the respective
subgroups as well.
Despite the basic foundation of ethnic identity, it
seems apparent that social forces are correlated with the
psychological well-being of ethnic minorities in the U.S.
Diane Pollard (1989) suggests that many socio-psychological
variables are alterable. In particular, the climate in which
a child functions and develops. This is important because
we do not develop in a sociocultural vacuum. Ethnic
self-identity grows within an environment where one's ethnic
group membership may become one of the primary determinants
of one's importance. Although results show either none or a
negative correlation between EI or EIA with academic
achievement by ethnic group when SES is controlled, gender,
skin color, and ethnic identity achievement do correlate
with higher GPA scores for the three ethnic subgroups,
demonstrating possible environmental influences. This
finding raises questions over the use of linear versus
non-linear statistical models as a way of evaluating this
data
.
Some have suggested that ethnic identity continues to
develop between the years of seventh and twelfth grade,
(Brand, Ruiz and Padilla, 1974; Gay, 1978, and Minard,
1931) , a finding supported by this study. Consequently,
student attitudes are susceptible to externally generated
social values such as skin color. As a result, it is of
particular importance to raise ethnicity as one of the
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potentially salient features in the school context,
particularly for ethnic minorities. Banks (1988) writes
that ethnicity is to some extent class sensitive but its
effects persist across social-class segments within an
ethnic group. Majoribanks (1979) argues that ethnicity is
one of the most salient sociological influences in students'
school related behavior.
Implications
The data compiled in this study suggest that further
research into the relationship between ethnic identity,
ethnic identity development and academic achievement
(performance and aptitude) by gender, ethnic group, skin
color, grade and SES is needed. In doing so researchers
need to make the finer distinctions between intragroup
differences. For example, this study was performed in an
independent school with students of diverse backgrounds.
However, the Asian and White subgroups represented mostly
higher SES, international and non heterogeneous ethnic
subjects. Treating the groups as heterogeneous tends to
obscure the findings. Trend effects may reflect this bias.
As a result future studies should clearly identify
Asian American subjects from Asian internationals and so on
for each subgroup. By making such distinctions we would be
able to see if Whites, for example, primarily reared in
non-White ethnic environments, would experience cultural
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dissonance thus undergoing an ethnic identity search similar
to the ethnic minorities in this study.
In addition there is a need for additional study of the
variations not only between EI, EIA and academic achievement
but by other variables as well. Some additional variables
could include learning style, learning disability,
motivation, anxiety and so on. In addition the concept
subgroup variations between skin color and academic
achievement need to be examined more closely once learning
style issues are addressed.
The present study also revealed the need to further
validate the ethnic identity measure utilized in this study.
In so doing a more uniform method of identifying ethnic
identity may emerge, making it a more researchable
construct. This also holds true for skin color. The
instruments, aside from the social status scale, were very
easy to administer and score. This makes it easier for
future studies to evaluate effects with relative ease. The
Hollingshead two factor social class index is time consuming
and how the SES levels are reached is quite subjective. For
example one has to look up the parent's education level,
assign it a score and do the same for occupation. However
listings of occupation seems to have more than one label for
the occupation identified. As a result, a judgment was made
about which of those labels best fit the respective
occupation. To minimize great subjective deviations in
scoring the examiner calculated all individual scores.
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Future studies should find a more objective and less
intensive method of coding SES, thus improving the
reliability of the findings.
Implications of these finding in the academic setting
suggest that the overall education philosophy needs to be
revisited. Although the main purpose of education is to
prepare youth for future responsibilities and success in
life, how it is accomplished is what the results of this
study raise to the fore. For example, our current
educational expectations prefer that the student must be
docile, receptive and obedient, in some cases to the point
of negating individual difference. This belief is equivalent
to the banking theory of education where students are seen
as objects to be filled versus interacted with (Bowles and
Gintis, 1976). This philosophy does nothing for taking into
account the conflicts ethnic minorities experience within a
culturally dissonant context.
Consequently, in the school context the primary form of
evaluation has focused on academic mastery by the individual
(GPA, V and M SAT scores) to the exclusion of ethnic
experience. To assess this mastery the educational system
has relied on the use of standardized tests to evaluate
student academic learning assuming everyone has the same
basic academic foundation and experience. Although
standardized methods are typically good predictors of future
success, they cannot account for the wide variety of
achievement among students of similar intelligence levels
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(Legette, 1979), different ethnic backgrounds or levels of
motivation
.
Academic achievement alone should not be used as the
sole criterion of scholastic success. Other factors such as
maturation
,
self-concept
, ethnic identity
, ethnic group
membership, feelings and other contextual factors need to be
utilized and systematized in some way . More progressive
forms of teaching and evaluation methods should be
incorporated alongside the present standardized format,
providing a more holistic view of the student . Hence, the
goal of progressive education should be to define subject
matter within "the correct idea of experience" versus that
of blanket equality in experience , both academic and
otherwise (Dewey , 19 38 ) . In summary , these f indings raise
the question regarding the value potential in the use of
culturally relevant materials and alternative assessment
methods when teaching ethnic minority students.
This question is of particular importance given current
demographics suggesting a dramatic rise of ethnic minority
students in the existing educational system. Additionally
,
how these different ethnic groups fare in the educational
structure may be dependent on whether the structure
incorporates their respective experiences within a
progressive multi-cultural context.
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APPENDIX A
STUDY CONFIRMATION LETTER
NORTni'ir:i,[) mouni hi-:rmc)n school
Northfield, M^issac husc(ts 01360
January 5 , 1992
Edison Santana
Box 2669
Northf iold
Dear Edison
:
1 write to express my pleasure in your
dissertation research and topic , Your
investigation of the effect that gender, ethnic
identity, self -concept , and skin color may have on
a student ' s academic achievement is timely and
important
,
particularly to those of us working
with students from many different backgrounds.
We discussed your proposal to interview at least
200 NMH students as part of your research pro ject
.
You have my full cooperation and support in this
endeavor. I have spoken briefly with Bud Delphin
about your project since your work will be done
primarily through the dormitory.
I wish you great luck and look forward to reading
your results
.
Sincerely
,
Charlotte Rea
Academic Dean
CRrkk
cc : Bud Delphin
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APPENDIX B
DORMITORY ETHNIC GROUP BREAKDOWN FORM
Dormitory: Dorm Head:
Gender:
PLEASE LIST THE TOTAL NUMBER OF STUDENTS IN YOUR DORM THAT
FALL INTO THE FOLLOWING ETHNIC GROUP CATEGORIES.
Latino:
Afro-American:
Asian:
Anglo:
Native American:
Other:
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APPENDIX C
DATA COLLECTION FORM
The subject pool is identified by the THREE DIGIT
I.D. NUMBER TO THE RIGHT of the name (hand written)
on the grade point average print out sheet.
I.D. #
Name:
NEEDED ON EVERYONE
I.D. #
IQ: V M Q ASSESSMENT USED
LD: Y (1) N (0) (CIRCLE ONE)
NEEDED ONLY ON THOSE INDICATED
(separate hand written sheet provided)
Father's Occ : Level of Educ:
Mother's Occ: Level of Educ:
Guardian's Occ: Level of Educ:
My parents/guardian are (CIRCLE ONE)
presently married separated divorced widowed
I live with:
both parents father mother other
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APPENDIX D
INTRODUCTION FORM
HELLO MY NAME IS EDISON SANTANA, I AM THE CURRENT DORM HEAD
OF EAST AND AM ALSO A PSYCHOLOGIST IN TRAINING. I HAVE COME
TO ASK FOR YOUR HELP IN MY DATA COLLECTION FOR COMPLETION OF
MY DISSERTATION.
MY INTEREST AND FOCUS AS A PSYCHOLOGIST IS ON THE ETHNIC
IDENTITY DEVELOPMENT OF ADOLESCENTS OF DIFFERENT ETHNIC
GROUPS IN THE UNITED STATES.
PURPOSE OF THIS STUDY
"THE PURPOSE OF THIS STUDY IS TO INVESTIGATE THE EFFECTS OF
LARGER CULTURAL INFLUENCES ON IDENTITY DEVELOPMENT. I AM
FURTHER INTERESTED AT HOW IT IMPACTS ON YOUR LEARNING."
"THE PROCESS ENTAILS FILLING OUT QUESTIONNAIRES, TAKING
ABOUT 20 MINUTES. THE INFORMATION YOU PROVIDE IS
CONFIDENTIAL. FOR THE FINAL ANALYSIS, YOUR NAME WILL NOT
APPEAR ON ANY OF THE DATA FORMS. THIS IS NOT MANDATORY AND
YOU CAN DISCONTINUE YOUR PARTICIPATION AT ANY TIME IF YOU SO
CHOOSE.
"
(HAND OUT QUESTIONNAIRES AND PENCILS)
"PLEASE READ ALL DIRECTIONS CAREFULLY, FOLLOW THE
INSTRUCTIONS AND ANSWER AS HONESTLY AS YOU CAN. IF YOU HAVE
ANY CLARIFYING QUESTIONS, PLEASE RAISE YOUR HAND AND I WILL
GET TO YOU."
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APPENDIX E
INFORMED CONSENT FORM
I voluntarily agree to participate in the dissertation
study conducted by Edison Santana, a doctoral student in the
Counseling Psychology Program at the University of
Massachusetts
, Amherst . I understand that the research
involves the exploration of the impact larger cultural
forces may have on ethnic identity development and its
subseguent impact on academic achievement . This agreement
involves my participation in filling out guest ionna ires
lasting about twenty minutes
.
I have been assured that any information that I offer
will be kept strictly confidential. All names and
identifying information will be deleted or changed on all
written documents (with exception of this consent form) and
will be identified with a code number.
I understand that I can withdraw from this study at any
time during this session . Should I choose to withdraw
,
all
documents containing information which I have offered will
be destroyed and not appear as part of the study.
Should I choose to remain, I have been told that there
will be a fol low-up dorm meeting where Mr . Santana will
discuss the f indings and answer any guest ions I may have . I
understand that my participation in that meeting is strictly
voluntary -
I am aware that there is no monetary compensation for
my participation in this study. I have read the consent
form and have discussed it with Mr . Santana . He has
answered all my guest ions related to the study . I agree to
participate in this research study.
Name Signature
Date
118
APPENDIX F
INFORMATION FORM
On the computer answer sheet provided, please BLACKEN
COMPLETELY the appropriate circles using the NUMBER 2 PENCIL
PROVIDED.
FIRST: In the upper left hand portion of the computer
answer sheet PLEASE PRINT YOUR LAST NAME FIRST, in the
rectangles as indicated, and then your first name. PLEASE
BLACKEN IN THE CIRCLES BENEATH EACH OF THE LETTERS IN YOUR
NAME.
SECOND: On the upper right hand portion of the computer
answer sheet under SEX, please blacken M or male or F for
female
.
THIRD: On the middle right hand portion of the computer
answer sheet under GRADE OR EDUCATION, please blacken the
circle which applies to you as indicated below:
mark 9 if you are a freshman
mark 10 if you are a sophomore
mark 11 if you are a junior
mark 12 if you are a senior
mark 13 if you are a post-graduate
FOURTH: On the lower left hand portion of the computer
answer sheet under BIRTHDATE, please blacken your month, day
(use 0 before single digits) and year of birth.
FIFTH: In the space provided below please WRITE YOUR
PARENT'S AND/OR GUARDIAN'S OCCUPATION AND LEVEL OF
EDUCATION.
Father's Occ: Level of Educ:
Mother's Occ: Level of Educ:
Guardian's Occ: Level of Educ:
My parents/guardian are (CIRCLE ONE)
presently married separated divorced widowed
I live with:
both parents father mother other
(PLEASE TURN THE PAGE AND PROCEED)
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APPENDIX G
GLOBAL SELF-CONCEPT SCALE
Please circle your level of agreement to the following
items. The level of agreement ranges from: Strongly Agree
(SA)
,
Agree (A), Disagree (D) , and Strongly Disagree (SD)
.
1. On the whole, I am satisfied with myself.
SA A D SD
2. At times I think I am no good at all.
SA A D SD
3. I feel that I have a number of good qualities.
SA A D SD
4. I am able to do things as well as most people.
SA A D SD
5. I feel I do not have much to be proud of.
SA A D SD
6. I certainly feel useless at times.
SA A D SD
7. I feel that I'm a person of worth, at least
on an equal plane with others.
SA A D SD
8. I with I could have more respect for myself.
SA A D SD
9. All in all, I am inclined to feel that I'm
am a failure.
SA A D SD
10. I take a positive attitude toward myself.
SA A D SD
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APPENDIX H
THE MULTIGROUP ETHNIC IDENTITY MEASURE
In this country
,
people come from a lot of different
cultures and there are many different words to describe the
different backgrounds or ethnic grouDS that people come
from. Some examples of the names of ethnic groups are
Mexican-American, Hispanic
,
Black, Asian-American, American
Indian
,
Anglo-American
, and White . Every person is born
into an ethnic group , or sometimes two groups , but people
differ on how important their ethnicity is to them, how they
feel about it , and how much their behavior is affected by
it
. These questions are about your ethnicity and your
ethnic group and how you feel about it or react to it.
Please fill in:
In terms of ethnic group, I consider myself to be
Use the numbers given below to indicate how much you agree
or disagree with each statement.
4=strongly agree 3=somewhat agree
2=somewhat disagree l=strongly disagree
11. I have spent time trying to find out more
about my own ethnic group, such as its
history , traditions and customs .
12 . I am active in organizations or social
groups that include mostly members of
my own ethnic groups .
13. I have a clear sense of my ethnic back-
ground and what it means for me.
14. I like meeting and getting to know people
from ethnic groups other than my own.
15. I think a lot about how my life will be
affected by my ethnic group
membership .
16. I am happy that I am a member of the
group I belong to.
17. I sometimes feel it would be better if
different ethnic groups didn't try to
mix together.
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Use the numbers given below to indicate how much you agree
or disagree with each statement,
4=strongly agree 3=somewhat agree
2=somewhat disagree l=stronglY disagree
18. I am not very clear about the role of
my ethnicity in my life.
19. I often spend time with people from
ethnic groups other than my own.
20. I really have not spent much time
trying to learn more about the culture
and history of my ethnic group.
21. I have a strong sense of belonging
to my own ethnic group.
22. I understand pretty well what my
ethnic group membership means to me,
in terms of how to relate to my own
group and other groups
.
23. In order to learn more about my ethnic
background, I have often talked to other
people about my ethnic group.
24. I have a lot of pride in my ethnic
group and its accomplishments .
25. I don't try very hard to become friends
with people from other ethnic groups.
26. I participate in cultural practices in
my own group, such as special food, music
or customs.
27. I am involved in activities with people
from other ethnic groups.
_
28. I feel a strong attachment toward
my own ethnic group. _
29. I enjoy being around people from ethnic
groups other than my own.
30. I feel good about my cultural or ethnic
background. _
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Write in the nuinber that gives the best answer to each
question
:
31 . My ethnicity is :
(1) Asian, Asian-American or Oriental
(2) Hispanic or Latino
(3) White, Caucasian, European, not Hispanic
(4) Black or Afro-American
(5) American Indian
(6) Mixed: Parents are from two different groups
(7) Other (write in) : ^
32. My father's ethnicity is (use numbers above)
33. My mother's ethnicity is (use numbers above)
34. My place of birth is
35. I am a citizen of
36. I have lived in the U. S. for years
and/ or months.
37. I am a permanent resident of the U.S. and have
been here since age
.
38. The language I prefer to speak is
39. The language we primarily speak at home
is
SCORING ITEMS
For all subscales , scores are derived by reversing
negative items
,
summing across items , and obtaining the
mean.
ETHNIC IDENTITY: (Items 11, 12, 13, 15, 16, 18R*, 20R, 21,
22, 23, 24, 26, 28, 30) .
ETHNIC IDENTITY ACHIEVEMENT: (Items 11, 13 , 15, 18R*, 22
,
23) .
ETHNIC BEHAVIORS: (Items 12, 26).
OTHER GROUP ORIENTATION: (14, 17R* 19, 25R*,27, 29).
AFFIRMATION AND BELONGING: (Items 16, 21, 24, 28, 30).
*Items marked with "R" are to be reversed for scoring.
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APPENDIX I
SKIN COLOR INSTRUCTION FORM
PLEASE SIGNAL THE RESEARCHER THAT YOU ARE DONE. HE WILL
GIVE YOU INSTRUCTIONS FOR YOUR NEXT STEP.
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APPENDIX J
SKIN COLOR CHART
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APPENDIX K
SKIN COLOR RATING FORM
Using the top portion of your dominant hand, choose the skin
color square that is closest to you own skin color.
CIRCLE YOUR ANSWER BELOW
1 2 3 4 5 6
WHEN YOU ARE DONE PLEASE TURN THE PAGE AND SIGNAL THE
RESEARCHER.
THANK YOU FOR YOUR PARTICIPATION.
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APPENDIX L
INDEPENDENT RATER INSTRUCTION FORM
STUDENTS WILL BE ASKED TO COME TO THE RATER STATION TO
COMPLETE THEIR SKIN COLOR RATING.
PLEASE FOLLOW THESE STEPS
FIRST: ALLOW THE STUDENT TO VIEW THE SKIN COLOR CHART
PROVIDED. ENSURE THAT THE SUBJECT IS USING THE LAMP
PROVIDED. (PLEASE DO NOT ASSIST STUDENTS WITH THEIR CHOICE
OR RESPONSE)
.
SECOND: DO NOT OBSERVE THE STUDENT'S MATCHING PROCESS.
ALLOW THE STUDENT TO CIRCLE THE NUMBER CORRESPONDING TO
THEIR SKIN SHADE (THEY WILL BE TOLD TO TURN THE PAGE)
.
THIRD: ONCE THE STUDENT HAS RATED THEIR OWN SKIN COLOR AND
TURNED THE PAGE, THE FIRST RATER MOVES TO THE LIGHTED
STATION AND DOES THE SAME, TURNING THE PAGE ONCE COMPLETED.
THESE STEPS ARE FOLLOWED BY EACH SUBSEQUENT RATER.
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APPENDIX M
*INDEPENDENT RATER FORMS
INDEPENDENT RATER FORM (1)
RATER F 1 2 3 4 5 6
INDEPENDENT RATER FORM (2)
RATER G 1 2 3 4 5 6
INDEPENDENT RATER FORM (3)
RATER H 1 2 3 4 5 6
Note: These are three separate form which have been
ompressed into one for the purpose of demonstration.
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